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Abstract
This Organizational Improvement Plan (OIP) explores ways students designated with mental
health and/or moderate to severe behaviour disorders can be supported to successfully transition
between grades and through to graduation at Creekside Secondary School, a large secondary
school in British Columbia. Current data shows these students are not experiencing the same
success as their non-designated peers, feel less connected to their school, and have much lower
rates of graduation. Referrals to tier-three alternate programs is the current practice if the school
is unable to meet the needs of the students to fully include them in their mainstream classes. This
OIP finds that teacher perceptions of students with these designations, as well as the
psychological well-being of teachers, greatly impacts the experiences and success of vulnerable
learners, with negative teacher perceptions contributing to the marginalization of these students.
Furthermore, it is found that both the mental health and well-being of teachers and students are
influenced by the quality of the teacher-student relationship. Implementing structures and
processes which promote a sense of attachment and belonging among students, and developing
resilience and well-being among staff, are explored through an inquiry change model to reach the
desired outcome of having all students at Creekside feel safe, included, and experience success in
their education.
Keywords: mental health, behaviours, resiliency, well-being, teacher-student
relationships, capacity building
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Executive Summary
Data indicates that one in three people in Canada will experience a mental health problem
in their lifetime, with 50% of all mental health disorders beginning by the age of 14 and 75%
beginning by the age of 24 (Mental Health Commission of Canada, 2010). In British Columbia,
students who are diagnosed with, and designated by their school district, as requiring behaviour
interventions or having a mental illness (“H” and “R” designations), experience less success
overall in school. Only 39% of students with those designations graduate from high school
within six years (Lloyd & Baumbusch, 2019) compared to 93% of students without a special
education designation (BC Ministry of Education, 2021a).
This Organizational Improvement Plan (OIP) explores the context at Creekside
Secondary, a large high school in British Columbia, and the impact exclusionary practices,
teacher perceptions of students with H and R designations, and how teacher stress and well-being
(or lack thereof) negatively affect the sense of belonging vulnerable students feel at school. The
impact these factors have on student success and their ability to remain in their mainstream
classes, without being referred to tier-three alternate programs, is investigated. Middle Years
Development Instrument (MDI) data for 2020/2021 indicates that close to 50% of students in
Creekside’s school district reported their overall well-being as “low” (Human Early Learning
Partnership, 2021). A desired future state of being able to accommodate all students and meet
their unique and individual needs so they can feel safe, welcome, and respected at Creekside is
articulated. Possible solutions to achieve this outcome, with a specific focus on H and R
designated students, are discussed.
The problem of practice at Creekside is framed by Marginalization and Anti-Oppression
Theory, and explored through Bronfenbrenner’s Ecological Model (1979). Attachment theory, as
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well as resilience theory are also used to frame the problem as they contribute to the ability of
individuals to respond to challenges and adapting contexts (Masten & Barnes, 2018).
Four lines of inquiry were established in consideration of how Creekside change leaders
can ensure students with H and R designations can experience a sense of belonging and success
at school.
1) What structures, systems, and supports have been proven to support vulnerable
student achievement and well-being?
2) How can students’ sense of belonging and connectedness at school be increased?
3) How can a shift in teachers’ perceptions of students with challenging behaviours
and/or mental health challenges be facilitated?
4) How can educator capacity and well-being be developed to meet the needs of students
demonstrating challenging behaviours and/or mental health challenges?
Three possible solutions were generated to address the problem of practice at Creekside.
Ultimately, the chosen solution examines how staff capacity and resilience can be developed,
and how school structures and processes can be improved, to support and increase the resilience
of vulnerable learners. Building the capacity of teachers and increasing their confidence in
supporting students with behavioural intervention needs, or mental illness, increases the
likelihood of positive and meaningful teacher-student relationships which benefit teacher and
student well-being and school connectedness (Capone, et. al., 2017; Schonert-Reichl, 2017).
Spirals of Inquiry (Halbert & Kaser, 2013) is used as a framework for leading the change
process to engage stakeholders in the process of examining what is happening for the learners
and staff at Creekside, and to develop strategies to implement in an effort of realizing the
proposed solution and desired future state. The social justice issues predominant in the problem
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of practice are acknowledged as the students in question are not receiving equal access to
learning opportunities and inclusion at Creekside Secondary. Both the Spirals of Inquiry (Halbert
& Kaser, 2013) change model and the transformative leadership approach to the change plan
facilitate a participatory and collaborative process which considers the needs of those who have
been oppressed by current structures and systems.
To monitor and evaluate the change implementation plan at Creekside Secondary, the
Comprehensive Mixed-Methods Participatory Evaluation (CMMPE) (Natasi & Hitchcock, 2008)
framework is used. This evaluation framework is participatory in nature and encourages
reflective practice of population-based interventions. Its iterative design is useful for progressing
social change that is effective, sustainable, contextually relevant, and can be institutionalized
(Natasi & Hitchcock, 2008).
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Chapter 1: Introduction and Problem
Students identified as having behavioural disorders, or diagnosed as having a mental
health disorder, face many obstacles in their education including exclusionary practices,
troubled relationships with school staff, and a lack of accessible resources and interventions
suited to their needs resulting in lower graduation rates (Bradley, et. al., 2008; Cullinan &
Sabornie, 2004; Fazel & Newby, 2021; Gardwood & Van Loan, 2019).
In British Columbia, there are two special education categories for students who require
additional support or accommodations for behavioural disorders or mental illness, and are
considered vulnerable due to their need for individualized and specific plans:
•

Students identified as requiring intensive behaviour intervention or having serious
mental illness (category H)

•

Students requiring moderate behaviour supports or students with mental illness
(category R).

As City School District [a pseudonym] aims to improve the grade-to-grade transition
rates and increase graduation rates of students with special needs, identifying resources,
practices, and structures which can be implemented to support students with H or R designations,
is a school, district, and ministry priority.
This Organizational Improvement Plan (OIP) will examine ways students designated as
H or R at Creekside Secondary School [a pseudonym] can be supported in effective and
meaningful ways so they may experience school connectedness, well-being, and can achieve
success. In the first chapter of this OIP, the author, a vice-principal at Creekside Secondary, will
examine the organizational context of the school, present and frame the problem of practice,
explore leadership approaches and visions for change, develop lines of inquiry, and assess
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Creekside’s readiness for change. This will develop a foundation for possible proposed solutions
to be explored in Chapter 2, and ultimately serve to inform the implementation plan detailed in
Chapter 3.
Organizational Context
Creekside Secondary School is located within the City School District. The district is
located in British Columbia and serves more than 70 000 students in more than 120 schools.
Creekside is home to more than 1500 grade 8-12 students.
The district’s student population reflects the diversity of the community with over 150
languages represented, and half of the students reporting they speak a language other than
English at home (City School District, 2021a). Over 3000 students are Indigenous, and more
than 8000 students in the district are identified as having special needs (City School District,
2021a).
City School District is governed by a publicly elected Board of Education, who work
collaboratively with the district’s superintendent and senior district staff each year to identify a
strategic plan while maintaining attention to continuous annual governance and compliance
matters (City School District, 2020). Being locally elected, the board is able to make decisions
informed by the local context (Sheppard & Galway, 2016). The board of education is transparent
in their annual plan and hold monthly public meetings where they report out on several
committee activities, budgets, and capital.
The organizational structures of Creekside Secondary, and the school district, are both
functional and multidivisional. The school is categorized into departments based on similar
functions and shared goals, and each department is overseen by a department leader who liaises
with the school administration. In addition to reducing the school principal's decision-making
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responsibilities and demands, this provides autonomy to the departments and reduces the need
for inefficient recurring discussions and problem-solving (Ahmady, et. al., 2016). Each school,
as a functional structure in the district, is responsible for day-to-day operations and reports to
senior district managers in a hierarchical configuration. At the district level, there is more
functional structure as various departments including specialized student support, Indigenous
education, human resources, and others support schools in their daily management of operations.
Special Education Services and Supports
Creekside Secondary has a Learner Support Team (LST), counselling department, child
and youth care workers (CYCWs), education assistants (EAs), safe and caring school workers,
and a team of four administrators all working together to provide support for students with
disabilities and diverse abilities. Depending on the needs of the student, various departments are
meant to collaborate with the student and their caregivers to create meaningful education plans,
as well as support the classroom teachers with adaptations and modifications necessary.
City School District has a student support department which consists of school
psychologists, helping teachers, behaviour specialists, district counsellors, and various other
professionals who support schools when needed. This department also oversees the alternate
programs available in the district which are tier three support programs for students who are
unable to have their specific needs met in their home school. There are over 20 alternate
programs available, each with distinct services and capacities to support vulnerable learners. To
access these programs, schools must make a referral to the district department where the referral
is reviewed by an integrated team of district employees and, if deemed necessary, the student’s
name is placed on the appropriate waitlist awaiting a seat to become available.
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District Vision and Ministry Influence
The vision of the City School District is to prepare students to think innovatively and
analytically, develop strong communication skills, and show care for themselves and others. This
vision is established through creating engaging learning environments, arranging resources to
support learning, establishing and maintaining community partner relationships to increase
opportunities for students, advocating for needed facilities and resources, and promoting safe and
caring schools (City School District, 2020). Further to this, the district’s vision is positioned in
learning by design where the educators are designers of the learning environment, activities, and
resources to reach the desired outcome, taking into consideration the needs of students to
facilitate their individual learning (Cope & Kalantzis, 2015). The district is also supported by
First People’s Principles of Learning and a commitment to Truth and Reconciliation (City
School District, 2021c).
The school district is overseen by the provincial Ministry of Education (MoE) and is
guided by the Framework for Enhancing Student Learning which “combines accountability with
evidence-informed decision making and system-wide continuous improvement to support equity
of outcomes for all students” (Ministry of Education, 2020b). The neoliberal policies of the
ministry, which impose free market economic principles, require boards of education to annually
balance their budget, develop multi-year financial plans, and distinguish how funding and
resources will be allocated to support student learning in their annual strategic plans (Ministry of
Education, 2021f). Entrepreneurial efforts have been encouraged to raise revenue to cover budget
shortfalls through things such as facility rentals and operating international schools; however,
when the global market is unstable or unpredictable, as recently seen during the Covid-19
pandemic, school boards must make severe cost saving decisions (Hales, 2015; Poole, 2007).
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School boards must also abide by the Accounting Practices Order and the School Act
which determine circumstances under which they may accumulate a surplus, and how it may be
used, transferred, and restricted (Ministry of Education, 2021f). Furthermore, provincial funding
for school districts is based upon student enrollment and generally does not take into
consideration variable expenses unrelated to student population; therefore, decreases in student
enrollment results in districts having to cut staffing and resources which support student learning
(Hales, 2015). While per-pupil funding has increased since 2005 in BC, it has not kept up with
inflation (Poole, 2007).
These policies are contradictory to the ministry’s policies regarding access to education,
special education, and inclusion, as not all districts have similar abilities to raise revenue to fund
appropriate resources and supports, particularly rural districts with declining student enrollment
(Hales, 2015). This leads to the cutting of programs and supports for vulnerable students (Poole,
2007), resulting in a divided and tiered school systems (Ali, 2019). Schools with the ability to
raise more money based on the facilities they have available to rent out, or schools located in
socioeconomic areas with the ability to raise more through fundraisers, have an advantage in
increasing the funds available to support students.
Although City School District operates within the neoliberal paradigm of the MoE, the
district itself is much more liberal in nature as it places equity and responsive, flexible learner
supports as priorities through a Universal Design for Learning framework (City School District,
2019). The district is guided by a focus on learning and engagement, equity, and Truth and
Reconciliation, with inquiries in the areas of literacy and numeracy, student transitions, and staff
well-being (City School District, 2021c). The district is also committed to placing schools within
the communities they serve, ensuring accessible and diverse programming for all students, while
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supporting the capacity of those schools to deliver safe, inclusive, and welcoming educational
communities. Furthermore, the district endeavors to provide dedicated physical space where they
can work in partnership with other organizations to support student learning (City School
District, 2021b) demonstrating value for the individual rights and diverse needs of students over
productivity and value-for-money (Hall & Pulsford, 2019; Phelan & Dawes, 2018).
Both the size and diversity of the school district, the internal and external environment,
and mandates from the MoE, distinguish Creekside Secondary as a social complex adaptive
system in which the unique needs of students, multi-level stakeholder involvement, decisionmaking procedures, and unpredictable environments contribute to a generic or “one-size-fits all”
approach to student learning and achievement (Fidan & Balci, 2017). The organization consists
of inter-connected and multi-level systems which contain agents, guided by rules, interacting
with each other in dynamic ways and utilizing their knowledge and feedback from the
environment to adapt to one another and the system as they produce the system’s output
(Keshavarz, et. al., 2010).
While aiming to support vulnerable learners and those experiencing mental health
challenges and demonstrating disruptive behaviours, Creekside Secondary educators must
navigate the unique and complex political, economic, social, and cultural characteristics of the
community they serve, while aligning with the Framework for Enhancing Student Learning
(2020) and Vision for Student Success (2018) established by the MoE, along with the School Act
(2021), and other school and district initiatives. This navigation of the complex context may
result in teachers themselves experiencing challenges with their mental health as teaching has
been identified as one of the most stressful jobs due to the expectations placed upon them, while
simultaneously managing classes and meeting the unique needs of students (Harding, et. al.,
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2019; Milatz, et. al., 2015). Up to 50% of teachers report work-related stress as being above
average (Stapleton, et. al., 2020) which has implications for students as teacher and student
wellbeing are connected through intricate and interconnected dynamics (Harding, et. al, 2019).
Demographics and Growth
The mission and values of the school district are shaped by the unique and diverse
population of the city which it serves. Covering more than 300 square kilometers, the city is
divided into distinct communities, which are also recognized by the school district for planning
and organizational purposes. The communities are characterized by various distinctive features
which create different opportunities and needs for the students who reside within them.
The community Creekside Secondary serves reflects the general statistics of the entire
city and does not embody the extremes felt in other areas. Approximately 30% of the city’s
population live in this specific community with 49% of the community members being
immigrants and just over 8% having immigrated within the past ten years. Approximately 2% of
the community identifies as Indigenous (City Census Data, 2016).
The community is growing quickly, with a 12% population increase between 2011-2016
(City Census Data, 2016). The school district continues to work toward meeting the demand this
growth places on the system by committing to fifteen new school sites by the end of the decade
and adding additions to existing buildings to provide more space for students (City School
District, 2021b). Currently experiencing physical space and capacity restrictions, Creekside
Secondary is one of the sites receiving a building addition. The MoE predicts the school district
enrollment to increase by close to 5% over the next ten years (Ministry of Education, 2020c).
As tier-three programs are at capacity, and Creekside aims to deliver support to all
students and provide a truly inclusive environment, the growth the area is experiencing produces
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challenges as more students are enrolled, and the prevalence of mental health and behavioural
needs increases. The physical space limitations inhibit the ability to simply create on-campus
programs and places for students who require more intensive supports to attend when tier-three
program space is unavailable.
Leadership Position and Lens Statement
The problem of practice will be examined from the professional experiences of a current
Vice-Principal at Creekside Secondary School. The Vice-Principal also serves on the District
Mental Health Committee and is guided by the BC Principals and Vice-Principals (BCPVPA)
Leadership Standards (2019) of ethical, instructional, relational, and organizational leadership
which serve to encourage ongoing professional learning and development of successful
leadership within the local context of the leader (BCPVPA, 2019).
The Vice-Principal role is governed by The School Act, The Manual of School Law K12, Teacher Regulation Branch Standards, and local school board policy (BCPVPA, 2020). Also
providing guidance for the role is the Education Leadership Development Framework (BC
Ministry of Education, 2017).
The author of this organizational improvement plan has over eight years of experience as
a tier-three alternate program teacher supporting and caring for students with H designations, a
background in child and youth care work, and a master’s degree in Human Development,
Learning, and Culture, with a focus on Social and Emotional Learning. These first-hand
experiences inform the change leader’s approach to change with stories and experiences of
students considered at-risk, and those experiencing barriers and difficulties in their education due
to mental health challenges. The leader’s purpose of improving educational experiences for
students who are vulnerable due to their mental health or behavioural needs defines their life’s
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work and brings “depth of meaning to [their] vision” (Senge, 2006). Furthermore, the personal
stories are fundamental in the ability to lead a vision for change of this nature as it gives power
to the purpose of the organization from where it has come from and where it is going and goes
beyond the organization to bring learning and change into all of humanity (Senge, 2006).
Utilizing knowledge from stories and lived experiences through long-lasting and deep
connections with students considered at-risk allows the author to view the problem of practice
through a humanistic lens, seeing and understanding the unique situations and needs of
vulnerable students, and having the experience to understand that working with each individual
in a meaningful and intentional manner will allow for equitable, inclusive, and effective
educational support planning. The personal connections and experiences facilitate an
understanding of the needs and context of the population the change leader aims to support and
allows for a bottom-up transformative justice approach (Gready & Robins, 2014).
Leadership Approach to Problem of Practice
The prior education and experiences of the author have shaped their leadership approach
into one deeply entrenched in humanism and ethic of care perspectives. This approach, which is
person-centered and compassionate in nature, has provided the opportunity to model and build
capacity in caring for students exhibiting challenging behaviours, as well as shifting negative
perceptions of those students. Transformative leadership, supported by a Compassionate Systems
Framework (CSF) (Senge, et. al., 2019), has been used to care for vulnerable students as well as
staff members to ensure staff were prepared to support students. The teacher-student relationship,
as mentioned previously, is intricate and has reciprocal effects on the well-being of those
involved. As a leader, it has been important to acknowledge the strengths, needs, and experiences
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of the staff supporting vulnerable students, and recognize the impact it has had on their own
well-being, to evoke change.
An ethic of care approach has also recognized the humanity of all people regardless of
strengths or challenges and acknowledged the consequences of denying human rights to anyone
(Anderson, 2018). By caring for those who were taught or led, students and staff members were
provided practice in caring for others (Noddings, 1988). Learning and development in a space
dedicated to caring, promoted support for others and opportunities for quality interactions
(Noddings, 1988).
A humanistic leadership approach has provided conditions necessary for capacity
building as it is person-centered, experiential, and reasons that people are inherently good and
motivated to continue to develop so that they are equipped to deal with problems that arise
(Shaw, 2017). Humanism views people as having autonomy, expressing themselves through
interpersonal relationships, being empathetic, and finding purpose through meaning-making
(Kazanjian & Choi, 2016), further adding value to the relational aspect of teaching, learning, and
resilience. In previous professional roles, a humanistic approach has offered the author a space
for creativity, emphasizing relationships, and opportunities to experience and practice empathy
(Kazanjian & Choi, 2016; Shaw 2017).
A CSF has supported these approaches and provided “alignment between how we think,
feel and act by virtue of an ever-unfolding awareness of inter-connectedness” (Senge, et. al.,
2019, p. 2). Working within a complex, relational, social system, CSF has provided a tool to
understand the implications behaviours and beliefs have had on the system as a whole (Senge, et.
al., 2019). CSF brings in systems thinking, and the role of capacity building in the understanding
of trauma, safety, well-being, supportive schools, self-regulation, partnerships with families and
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community resources, and the importance of social and emotional skills (BC Ministry of
Education, 2019a). Essentially, it is compassion in social justice contexts which has driven
people to act based on their empathy for the oppressed (Leblanc, et. al., 2021).
Leadership Role in Change Process
In this reactive, continuously changing context, where a vision for change in the
improvement of student achievement and transitions has already been identified by both the
school district and the MoE, the administration team at Creekside Secondary will act as change
leaders, implementers, and facilitators. As change implementers and formal leaders in the school,
the administration team will develop and consider consequences of plans and decisions to
achieve the desired outcome the change initiators have developed (Deszca, et. al., 2020). Overall,
the role of the change leader is also embodied as school plans are developed by the
administration to align with the district’s strategic plan and ministry mandates.
Through Compassionate Systems Leadership the administrators can utilize social and
emotional learning practices, which support long term and sustainable culture change in schools,
as change implementers, and ensure they are sustained to improve developmental outcomes for
children and youth (Schroeder & Rowcliffe, 2019).
Looking closely at those students who experience major disruptions to their education
due to a lack of accessible resources and supports, the administrators will utilize the established
relationships they have with the staff to develop and implement a change process as change
facilitators (Deszca, et. al., 2020). Utilizing the CSF elements of systems thinking skill
development, reflection and mindfulness, and personal anchors (Senge, et. al., 2019) in all
aspects of school and personal communication, staff meeting approaches, and attentiveness to
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staff needs, the change leaders can continuously weave the development of compassion for the
students and each other.
Leadership Lens
Utilizing both a transformative approach and compassionate leadership honours the
complex adaptive nature of school systems. Transformative leadership, focusing on social
justice, will approach the PoP in a way to identify current structures and practices which
continue to marginalize students (Hewitt, et. al., 2014). Transformative leadership does not
involve taking schools and making them better, but rather questions justice, inequitable practices,
and disrupts inequities present in the system and structures which oppress groups of students
(Hewitt, et. al., 2014; Shields, 2012). Transformative leadership is explicitly concerned with
inclusion, equity, and social justice, and criticizes inequitable practices to create a better
experience for individuals and improve shared experiences with others (Shields & Hesbol, 2019).
In addressing situations involving students with special education designations, a transformative
leader acts as an advocate, reflecting on lived experiences, learning, knowing, responding, and
inspiring others to also advocate for the oppressed (Hewitt, et. al., 2014). With a vision of
equitable, socially-just schools, based on moral concern and caring (Hewitt, et. al., 2014), a
transformative approach to the change necessary at Creekside Secondary for H and R designated
students will support the shifting of values, beliefs, and practices engrained in the current culture.
As change is pursued through a transformative approach, the role of compassionate
system leadership continues to be fundamental. The unequitable and unjust practices and beliefs
of the system will be highlighted, and those who work within it may experience cognitive
dissonance and discomfort. The realization of having contributed unknowingly to the continued
systemic oppression of vulnerable students requires a focus on promoting and maintaining the
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well-being and resilience of staff members. Utilizing “nurturing networks” to form or expand
relationships and connections amongst staff can support the work as learning and action emerge
(BC Compassionate Systems Leadership Initiative, 2021).
Leadership Problem of Practice
An ongoing concern at Creekside Secondary School is the inability to meet the needs of
students with H or R designations and referring students with these needs to district tier-three
alternate programs. This process increases the number of school-to-school transitions for already
vulnerable students with few accessible structures in place to support them through these
transitions. District alternate programs have lengthy waitlists resulting in students going months,
and in some cases years, without receiving adequate supports or interventions. This leads to
frequent and extended student absences, low course completion, decreased rates of grade-tograde transitions, and ultimately, decreased graduation rates (Whitley, et. al., 2009; McKenna, et.
al., 2021).
School administrators can transform how their schools meet the needs of students,
address equity and social justice issues, and foster a more inclusive approach (Brown, 2004)
through planning, assisting in the development of supports, and demonstrating compassionate,
humanistic focused leadership. Through this leadership, and with an ethic of care, administrators
can support teachers to have a positive impact on the mental health and wellbeing of students
through improved student-teacher relationships which results in improved student outcomes
(Harding, et. al., 2019).
The problem of practice to be examined at Creekside Secondary School is how H and R
designated students’ sense of belonging and connectedness can be increased to allow students to
experience success in their home school without interruptions to their education.
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Framing the Problem of Practice
A 2019 report indicates that only 39% of students designated as having intense behaviour
and/or serious mental illness graduate from high school in British Columbia within six years
(Lloyd & Baumbusch, 2019). This is far less than 93% of students with no special education
designation, and 89% of all students, including those with special education designations,
graduating in the same timeframe (BC Ministry of Education, 2021a). In 2021, City School
District had approximately 800 students with an H designation, and over 1500 students with an R
designation (BC Ministry of Education, 2021g), which is roughly 3% of the entire student
population.
Marginalization and Anti-Oppression Theory (AOT) provide an over-arching framework
for conceptualizing the unique and complex nature of the problem of practice and serve as a
foundation for other theories and frameworks for understanding both the ability of students to
overcome adversity, and factors negatively impacting well-being and success of students who
demonstrate severe behaviours or live with mental health challenges. Underproviding
opportunities, along with barriers to participation and learning, contributes to the marginalization
and exclusion of students with H and R designations. It is documented that teachers are aware of
their obligation to support students with mental health and wellbeing concerns; however, they
feel unprepared to do so, which causes stress for the teachers (Willis, et. al., 2019). This may
result in a subtle marginalization as students gradually sense they are considered problematic and
feel they do not belong due to practices such as being excluded from normal classroom routines,
not receiving rewards like other students due to their behaviour, or being unable to access
services and supports available to others (Mowatt, 2015).

15
Marginalization is considered one major form of oppression (Kelly & Brandes, 2008),
therefore, AOT should be utilized to inform inquiry, intervention, and practice to develop
solutions which are relevant and context specific (Daniel, 2021). With a focus on challenging the
oppressive nature and practices of systems, AOT allows for analysis of factors at the macro-,
meso-, and micro-levels which marginalize students and how schools perpetuate marginalization
(Daniel, 2021; Mowatt, 2015). Furthermore, it looks to change the complex social interactions
which maintain the oppressive practices (Burke & Harrison, 2002).
Through the social and cultural contexts of the microsystem, mesosystem, exosystem,
and macrosystem illustrated in Urie Bronfenbrenner’s Ecological Model (1979), it is seen how
the influence of multiple factors, and their relationships amongst each other, impact the
development and well-being of children (Schonert-Reichl, 2011). It is evident there may not be
the ability to control or change all risk-factors for students, but, there is the potential to focus on
areas of strength to support students systemically placed at-risk. The problem of practice this
organizational improvement plan addresses will focus mainly on the micro- and meso-systems
where students experience their immediate environment at school, and the relationship between
their school and home environments. However, the macro- and exo-systems provide a
framework for examining teachers’ attitudes and beliefs toward students requiring behaviour or
mental illness support, and how those perceptions are impacted by policies and practices of the
school, district, and ministry.
Resilience theory also reinforces the notion of considering broader contexts when
examining the well-being of students. “Resilience reflects all the adaptive capacity available at a
given time in a given context that can be drawn upon to respond to current or future challenges
facing the individual, through many different processes and connections” (Masten & Barnes,
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2018, p. 2). Although personality or cognitive ability may contribute, resilience is not a
personality trait, but rather fostered through supportive relationships and close attachments
(Masten & Barnes, 2018). Embedded within resiliency theory, is a focus on a strength-based
approach, giving attention to assets and resources which can mitigate risk factors (Zimmerman,
2013). Resilience encompasses and evolves from multiple interactions, relationships, and
experiences, leading to consideration of how these elements within the education system
experienced by individuals foster, or hinder, the ability to experience success and well-being at
school.
Contributing to the notion of how relationships aid resiliency, John Bowlby’s Attachment
Theory (1969) stresses the importance of humans being able to develop and maintain
relationships with preferred individuals throughout their life and provides a foundation for
Modern Attachment Theory (Schore, 2017) which highlights the importance of connectedness. It
is found that not only are strong, positive relationships vital to an individual’s well-being, and
that children who report strong connections with adults at home and school have more positive
adjustments than children who do not (Schonert-Reichl, 2011), but “a lack of adequate network
or support is considered to increase the person’s vulnerability to [emotional] disorders or even to
be an etiological factor leading to them” (Ainsworth, 1991, p 810). Social connectedness during
adolescents was found to be a better predictor of well-being in adulthood than academic
achievement (Olsson, et. al., 2013). Adolescence is a time when pressures from school, social
networks, and personal factors inflict added stress on mental health and well-being (Wiens, et.
al., 2020).
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District Context of Problem of Practice
In response to the previously mentioned statistics, the district has a specific goal of
increasing the grade-to-grade transition rates, specifically in grade 10-12 for Indigenous students,
students with special needs, and students with behaviour or mental health designations (City
School District, 2021c).
Student transitions refer to “changes or movement from one stage to another, at
significant points in our students’ lives” (City School District, 2021c, p. 6). It is understood that
these transitions are disruptive, and as such, additional consideration of student needs is
necessary to inform practice and plan supports. Particularly noteworthy times of transition for
students include:
▪

entering the school system in kindergarten

▪

elementary to secondary school

▪

the graduation program (grades 10-12)

▪

entering adulthood/graduation

Informing this district goal are the stories of those students not successfully transitioning
through their high school years, and an exploration into the glaring decline in transitions
beginning in Grade 9 and most significantly seen in students with disabilities or diverse abilities.
It is at this stage, when students enter the graduation program in Grade 10, that higher rates of
drop out and unsuccessful transitions from one grade to the next are substantial and suggestive of
the vulnerability students face during this period. Of the evidence being used to inform practice
and interventions for this goal, students’ sense of well-being, along with literacy and numeracy
levels are being investigated. Furthermore, the district strategic plan places an emphasis on
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students with mental health and behavioural designations and strives to continue to see positive
trends for the transition rates for these students.
Social and Emotional Learning (SEL) has served as a foundation for the district’s work
for some time. The strategic plan recognizes how the recent global pandemic has increased the
significance and necessity of focusing on the social, emotional, and physiological wellness of
staff and students.
The Middle Years Development Instrument (MDI), a population-level research tool from
The Human Early Learning Partnership, is used to measure students’ well-being. The 2020/2021
MDI report for City School District indicates that close to 50% of students reported their overall
well-being as “low”, which measures optimism, happiness, self-esteem, the absence of sadness,
and general health, with only approximately 25% of students reporting they are “thriving.” The
report showed only 50% of students indicated they felt a sense of belonging at school, and
almost 40% of students could not identify a single adult at school that they felt believed in them
and cared about them. Research shows that connectedness, specifically feeling high levels of
adult support in school, as well as feeling positively connected to the school community, are
significant predictors of optimism, mental well-being, and school success (Masten, 2018b;
Oberle, et. al., 2018).
Using this data, City School District has identified transience, or school-to-school and
school-to-program transitions, as a vulnerability factor in the overall well-being of students. This
is significant as the problem of practice being investigated relates to alternate program referrals
which increase the transiency of students as they shift between educational programs and places,
raising the likelihood of students not feeling connected to their school. Current evidence and
research demonstrate the need to provide early interventions, as well as effective targeted
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supports, for students at-risk of multiple transitions throughout their education, especially
students identified as having special needs (Mitchell, et. al., 2019; Smart, et. al., 2017).
Although both the district and Creekside Secondary have made great progress in this area
over the past five years with district grade-to-grade transition rates of students designated as
having behavioural or mental health challenges increasing from 74% from grade 10 to 11 in
2015-2016 to 83% in 2019-2020, and from 68% from grade 11 to 12 in 2015-2016 to 90% in
2019-2020 (City School District, 2021c), there is more work to be done to ensure all students
have equitable access to experiencing success in their home school. Creekside Secondary’s
context reflects that of the district as a whole and school administration are seeking ways to
improve the experiences of students with H and R designations without resorting to tier-three
program referrals or exclusionary practices.
Situation of Problem of Practice Within a Broader Context
It is estimated by the Canadian Mental Health Association (CMHA) (2021) that 84 000
British Columbian children and youth have a diagnosed mental health disorder, but less than
one-third of those who seek help or support are receiving services. In the 2020/2021 school year,
8443 students in BC’s public schools were designated as category H, and 7079 were category R
(Ministry of Education, 2021g), which is significantly lower than the CMHA number. This
indicates that school districts may not be fully aware of how many students in their buildings are
experiencing mental health disorders and not receiving the supports they require.
Both the Convention on the Rights of the Child (CRC) (1989) and the Convention on the
Rights of Persons with Disabilities (CRPD) (2006), state that people have the right to the enjoy
the “highest attainable standard of health” and that access to health care services to provide this
should be ensured. Additionally, the CRPD states that persons with disabilities have the right to
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education on the basis of equal opportunity, in an inclusive education system, in the community
in which they live, with support and accommodation provided. This is important as research
shows that one consistent factor in the potential for recovery from mental illness is social
inclusion (Milne & Hamfelt, 2019).
Social Justice Context
Equal access to resources, the promotion of wellness, and empowering marginalized
children and youth is the emphasis of social justice (Albright, et. al., 2017), and the basis of this
problem of practice. The district’s strategic plan is committed to scrutinizing and exploring
discrimination and injustices in the system with the understanding of how deeply connected to
learning a sense of belonging is. The district believes it is the responsibility of everyone to
ensure all students have a sense of belonging in their school (City School District, 2021c).
Systemic equity in the context of this PoP would see H and R designated students having
full and equal access to learning opportunities in their school through increasing staff capacity,
resources, and support structures, without unnecessary interruptions or transitions, suspensions,
or avoidable program referrals. A social justice framework is critical if there is a commitment to
“preventing damaging relationships, empowering youth to reject negative societal messages, and
helping youth to become critically conscious agents of social change” (Albright, et. al., 2017, p.
372).
Connecting to Anti-Oppression Theory, Bronfenbrenner’s Ecological Model (1979),
Bowlby’s Attachment Theory (1969), as well as resiliency theory and a strength-based approach,
a social justice framework demonstrates system inequities and social injustices which have
placed students at-risk of experiencing mental illness and behavioural disturbances, sometimes
resulting in a lack of capacity and resources to transition successfully through their education to
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graduation. Marginalized youth, as a result of oppressive structures, often do not have access to
the resources, skills, or information to be their own activists for change (Albright, et. al., 2017).
Guiding Questions from the Problem of Practice
Exploring both the challenges the problem of practice presents, and the factors which
contribute to the problem of practice, allows for a deeper understanding and development of
lines of inquiry to consider. It may seem clear that accessibility to programs and structures which
support students with H and R designations would be the most important aspect of this problem
of practice, however, the attitudes of teachers toward students demonstrating behavioural and
mental health challenges based on their own knowledge, skill, and wellbeing, may be more
important (Willis, et. al., 2019).
Challenges Emerging from the Problem of Practice
The problem of practice is fundamentally concerned with supporting and developing the
well-being and resiliency of children and youth experiencing behavioural and mental health
challenges which has not traditionally been viewed as a predominant goal of the education
system (Falkenberg, 2014; McKenna, et. al., 2021). Although schools and districts are shifting in
this regard, society values academic achievement, which positions learning and demonstrating
skills in traditional academic subjects, as an explicit goal of education for college and career
readiness (McKenna, et. al., 2021). This puts students who are less capable of achieving high
academic success in a detrimental position, not only for career outcomes, but also in regard to
their mental health and well-being (Falkenberg, 2014; Frojd, et. al. 2008).
Research demonstrates that the achievement gap increases over time between students
struggling with behaviours and mental health and their peers, and that schools have trouble
adequately serving vulnerable students, negatively affecting both them and their classmates
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(McKenna, et. al., 2021). Furthermore, there is a correlation between students struggling, or
perceiving difficulty in school, and depression (Frojd, et. al., 2008) setting a cycle of learning
and classroom difficulties in motion. This should not point to the necessity for alternate program
referrals, but rather speak to the lack of necessary accommodations to include students who
demonstrate severe behaviours or mental health disturbances rather than the need to remove
them from the mainstream classroom (Garwood & Van Loan, 2019).
As families try to support their vulnerable or struggling children outside of the school,
findings from research regarding children and youth with support needs found that the demand
for services has surpassed available ministry funding, and that a family’s ability to access
supports is correlated to their financial resources and personal and community connections
(Ministry of Children and Family Development, 2021). This places more emphasis on Creekside
Secondary to provide consistent and timely resources and interventions within the school to meet
the support needs of the students unable to access supports in the community to promote equity.
The notion of well-being also emerges as a challenge when considering the problem of
practice. Well-being is often considered from a very narrow viewpoint, yet related research and
literature suggest it is complex and interdisciplinary in nature (Falkenberg, 2014), and questions
emerge around how, or even if, well-being should be theorized differently between children and
adults (Falkenberg & Krepski, 2020). Teachers’ own characteristics and low well-being was
found to increase teacher ratings or reports of student problem behaviours (Kokkinos &
Kargiotidis, 2016). At the secondary school level, teachers are at greater risk of psychological
distress, leading to difficulty with effectively managing their classes, and a decreased ability to
form supportive teacher-student relationships (Kidger, et. al., 2016). The burnout teachers
experience has been correlated to poor relationships with their students, the use of punitive
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strategies for classroom management, and decreased social-emotional, behavioural, and
academic functioning amongst their students (Renshaw, et. al., 2015). This indicates that
teachers’ mental health is a vital element contributing to the classroom environment and student
learning (McLean, et. al., 2018).
Factors contributing to the Problem of Practice
Negative or unfavorable views of H and R designated students held by educators, as well
as poor mental health amongst those educators, contribute to the problem of practice and create a
barrier to meaningful inclusion (Stapleton, et. al., 2020; Tobia, et. al., 2019). Many teachers find
both internalizing and externalizing behaviours, such as anxiety, depression, aggression, and
non-compliance difficult to address and include in the classroom and view the students
themselves as challenges needing to be removed rather than their behaviours (Garwood & Van
Loan, 2019). These negative perceptions adversely impact the ability of the teacher and student
to form strong, trusting relationships, which can further exacerbate student emotional and
behavioural challenges which impede learning (McKenna, et. al., 2021). Compounding the
factors which contribute to the problem of practice is simply the fact that the prevalence of
mental health disorders sharply increases during adolescence (Woloshyn & Savage, 2020;
Yamaguchi, et. al., 2020).
Adaptations, accommodations, and possibly even curriculum modification may be
necessary to fully include students with emotional and behavioural challenges as these students
require both emotional support from their classroom teachers, as well as excellent classroom
organization (Garwood & Van Loan, 2019); however, teachers working in general education
classrooms may lack the knowledge and skills to successfully support students with different
abilities and needs (McKenna, et. al, 2021). Additionally, teachers who are experiencing low
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levels of wellbeing, or are struggling with their own mental health, are less likely to believe they
can support students with behavioural and emotional problems (Harding, et. al., 2019).
Intensifying this challenge is the limited research available to aid in the planning and decisionmaking for inclusion of students with emotional and behavioural disorders, so teachers must use
their professional judgment to create and monitor inclusive instruction environments (McKenna,
et. al., 2021).
Traditional child development theories, such as Piaget’s theory of cognitive development
or Kohlberg’s stage theory of moral development, can also contribute to the problem as they
frame child development as fixed trajectories with a sole focus on the individual child rather than
the social context, interactions, and environment the child experiences (Falkenberg & Krepski,
2020). Shifting the views and perceptions of students demonstrating severe behaviours and
students with mental health disorders held by educators ultimately means work needs to be done
to facilitate understanding of a new and different paradigm.
Lines of Inquiry
In considering how to improve the educational experience of students with H or R
designations, increase their sense of belonging, and improve the rates at which they transition
from one grade to the next and graduate, the following questions emerged:
1. What structures, systems, and supports have been proven to support vulnerable student
achievement and well-being?
2. How can students’ sense of belonging and connectedness at school be increased?
3. How can a shift in teachers’ perceptions of students with challenging behaviours and/or
mental health challenges be facilitated?
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4. How can educator capacity and well-being be developed to meet the needs of students
demonstrating challenging behaviours and/or mental health challenges?
Leadership-Focused Vision for Change
The current experiences of H and R designated students are reflected by their frequent
absenteeism and lower rates of grade-to-grade transitions and graduation compared to their nondesignated peers, and are a catalyst for a leadership-focused vision for change. To facilitate an
improvement in students’ feelings of connected to their teachers and schools, being more
included in the classroom, and better able to achieve academic success, it is necessary to improve
teacher efficacy in mental health literacy, as well as classroom practices which promote
inclusion. Teachers’ perceptions of students with H and R designations affects their ability to
effectively promote the well-being and resiliency of their students (Willis, et. al., 2019).
Additionally, teachers may promote help-seeking behaviour among their students as they
actively reduce stigma surrounding mental health disorders, and normalize accessing supports
(Anderson, et. al., 2019).
Teaching is known to be stressful and emotionally taxing, with low rates of career
satisfaction and decreased well-being (Manning, et. al., 2020; Woloshyn & Savage, 2020). Better
supports for teachers and supporting the connectedness they feel to their colleagues and schools,
improves their ability to cope with stressful situations and provide support to vulnerable students
(Kidger, et. al., 2016). Students benefit from teachers with better psychological well-being and
higher satisfaction with their school climate, as those teachers are better able to support students
with mental health challenges (Woloshyn & Savage, 2020; Sisask, et. al., 2014).
Promoting well-being and resiliency through a compassionate systems framework
recognizes the human element of systemic change (Schroeder & Rowcliffe, 2019). The
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framework applies to both teachers as leaders of their students, and administrators as leaders of
the educators in the building. Compassion recognizes the humanity of us all and motivates us to
relieve the suffering of others through action (Schroeder & Rowcliffe, 2019). Compassionate
systems leadership requires us to have the cognitive and emotional capacity to recognize our own
roles within the system, and to understand how our interconnectedness results in our actions
influencing ourselves and the system as whole (Schroeder & Rowcliffe, 2019; Senge, et. al.,
2019).
Envisioned Future State
Having H and R designated students able to remain in their home school, and
successfully transition from grade-to-grade and through to graduation, while feeling connected
and included in the school community, is the goal of the change plan. In relation to this, an
improved sense of well-being amongst teachers and staff is paramount to shifting perceptions of
students exhibiting challenging behaviours and mental health issues, and improving inclusive
student supports (Vesely, et. al., 2014). The desired future state reflects increased MDI and
Student Satisfaction Reports of student well-being, increased rates of grade-to-grade transitions
for students with special needs, increased course completion and graduation rates, decreased
absenteeism amongst H and R designated students, and decreased alternate program referrals.
Furthermore, students should be able to identify one adult in the building they feel a strong
connection with and be able to identify themselves as part of the school community.
The envisioned future state will serve the needs of students as they will experience
success in school both academically, socially, and emotionally. Their well-being and sense of
connectedness at school through relationships with their teachers will improve, which in turn will
allow them to experience more success in their academics and encounter fewer disciplinary
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incidents (Capone, et. al., 2017). Teachers having the knowledge, skills, and supports for their
own psychological well-being will be better able to support students resulting in less teacher
burnout and an increased capacity to address the needs of students (Harding, et. al., 2019;
Vesely, et. al., 2014).
Other stakeholders to consider are the parents of R and H designated students. Parents of
students struggling with emotional or behavioural conduct may feel there is a lack of available
appropriate resources and supports for their children, and experience frustration in knowing how
or where to find support which in turn may negatively affect the parent-teacher relationship,
having a detrimental effect on teacher well-being (Tobia, et. al., 2019). By improving the school
response to the needs of students, parents may experience less pressure to find outside resources
to access supports reducing negative forces on the parent-teacher relationship and teacher wellbeing (Tobia, et. al., 2019).
Priorities for Change
A priority for change will be to consider teacher well-being and capacity. We cannot
expect the educators in the building to meet the needs of students with challenging behaviours
and needs if the educators themselves do not feel supported, cared for, and competent in dealing
with issues which arise. It is important that teachers are equipped with resources and strategies to
manage their own wellness, and have access to capacity building opportunities, resources, and
supports, for supporting the school’s vulnerable students (Harding, et. al., 2019; Stapleton, et. al.,
2020).
Having teacher voice included in the change process will ensure their needs are genuinely
understood and considered in the change process. Teacher voices and needs must be balanced
with the needs of the school and the district in their goal of supporting students. Although

28
teacher well-being will be a priority of the change process, it cannot be established at the
detriment of the students. Therefore, removing students whom teachers find challenging to have
in their classrooms cannot be a default response, unless the safety of the teacher or other students
are in jeopardy. In this regard, ensuring capacity building opportunities for teachers are available
and accessible, as well as ensuring teachers are aware of all the psychological and wellness
supports available to them, such as the employee family assistance program and practitioner
services covered by their extended medical benefits, are priorities in the change process.
It is also recognized that changing the culture of Creekside Secondary cannot be done by
directly attempting to change the culture. The behaviours and values of the educators in the
organization need to be the primary focus of change, which in turn will see the culture adapt
appropriately (Burke, 2017).
Change Drivers
As mental health statistics continue to show increasing rates of depression, anxiety, and
other mental illness in Canadian children and youth (Wiens, et. al., 2020), and the community
demographics of City School District and Creekside Secondary continue to grow, diversify, and
present complexity, change is necessary for how we approach and support students placed at-risk
due to mental illness or severe behaviours.
The oppression of students who demonstrate challenging behaviour and mental health
disorders is evident in ministry reports which show their graduation rates and grade-to-grade
transitions is not equal with their non-designated peers, or even with students who have diverse
and special needs in other areas. The MDI report clearly shows that students do not feel
connected to their school community, or adults within the building. This data stimulates inquiry
into how the system is reinforcing the oppression and inequities these students experience.
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The Framework for Enhancing Student Learning (Ministry of Education, 2020b) and the
City School District’s Strategic Plan (2021) both call for inquiry and focused planning at the
school level into increasing the rates of successful student transitions from grade-to-grade, staff
and student well-being, and literacy and numeracy. The Enhancing Student Learning Reporting
Order (Ministry of Education, 2021b) specifies that districts must annually submit information
regarding student performance, including a measure of how many students in grades 4, 7 and 10,
feel a sense of connectedness to their school, and how many feel there are two or more adults in
their schools who care about them.
These change drivers are considered to be the “right” change drivers (Fullan, 2021) as
they do not focus on the academics first, but rather look at the well-being of the students. They
also are not looking to force the students to adapt, but rather seek to change the system to meet
the needs of the students. Drivers for change also come from the lack of capacity the district tierthree alternate programs currently have to accommodate new students. A lack of appropriate
community resources, which can be accessed by students and their families in a timely fashion,
is another driver for change.
Organizational Change Readiness
An organization’s readiness for change refers to the shared commitment of the members
to implement a change and their belief in their capacity to do so (Weiner, 2009); however, a
collective recognition of the need for change does not mean that change action will occur
(Deszca, et. al., 2020). It is further recognized that it is the interactions of the components within
the organization that will facilitate and implement change, not behavioural changes of
individuals or specific components, and that these dynamics can lead to unpredictable outcomes
and system behaviour (Mansfield, 2010). It is with this in mind that an assessment of
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organizational readiness for change tool from the Canadian Medical Association (2022) is used
to gauge the likeliness of Creekside’s readiness for change.
Change Readiness Tools
The Organizational Change Readiness Assessment (Canadian Medical Association,
2022) considers nine levers contributing to change readiness: the external environment,
leadership, strategic direction, organization structure, tasks and work processes, management
processes and communication, culture, norms and moral, human resources systems, employees’
personal goals and competencies, and information processes. Twenty-nine questions, using a
number rating scale, are meant to be answered by multiple stakeholders within the organization,
including: managers, supervisors, change agents, and others. Results of the assessment are then
shared and are categorized into three domains, (business directions, operations, and supports
systems), which give insight into which areas are most likely to support the change process and
which could potentially impede the change efforts. The assessment is also designed to be used
throughout the change process as a monitoring tool for how change is proceeding (Canadian
Medical Association, 2022).
The Knoster model of managing complex change (1991) identifies five aspects which are
all necessary for successful change to occur: vision, skills, incentives, resources, and an action
plan (Cowne, et. al., 2019). The following is a brief description of these elements:
•

Vision: the desired state of the organization and how well change leaders
communicate it to stakeholders involved

•

Skills: abilities necessary to manage the change

•

Incentives: rewards or benefits for those who participate in the change

•

Resources: necessary people, tools, finances, and materials for change
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•

Action Plan: detailed steps to be taken to achieve the vision (Cowne, et. al., 2019)

Utilizing the Organizational Change Readiness Assessment (Canadian Medical
Association, 2022), as well as Knoster’s model, provides deep insight into Creekside’s ability to
be ready for and manage complex change, considering multiple factors.
Results
The change leader completed the Canadian Medical Association’s (2022) change
readiness questionnaire and Creekside Secondary was found to have business directions,
operations, and support systems which will greatly support the proposed change effort. These
results indicate that Creekside is ready for change, but it was noted there is need for work in the
area of culture, norms, and morale in the organization, as well as in the area of employees’
personal goals and competencies. Results in the external environment, leadership, strategic
direction, human resources systems, and information processes levers were particularly strong,
promoting change readiness. It is recommended this questionnaire be completed by five separate
stakeholders within the organization, including administrators and teachers, as part of the change
process at Creekside.
Creekside’s previous change experience, including prior negative experiences with
change and the subsequent mood and culture, lowered the total change readiness indication in the
area of culture and morale. However, given the overall high score, it is likely that Creekside staff
members will participate in change initiation, put forth greater effort and persistence, and
demonstrate behaviours conducive to implementing change (Weiner, 2009).
In order to support the change process, it is imperative that internal and external forces
which influence the sought-after change are considered, particularly those that impact teachers.
Supporting staff in their psychological wellness will support the change effort and desired
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outcome of meaningfully supporting and including vulnerable and at-risk students in the
classrooms (Stapleton, et. al., 2020).
Consideration of Forces Shaping Change
Given the complexity of Creekside Secondary as an organization, it is recognized that a
change in one area impacts other components of the system and may have unintended
consequences (Mansfield, 2010); therefore, consideration will be given to various forces which
contribute to, and make up Creekside, and their interactions amongst each other to facilitate
positive and productive change for all stakeholders. Although some of these considerations may
complicate the process of generating solutions and the analysis of the problem, they are
necessary to increase the probability of success (Lippitt, 2003).
A SWOT analysis helps to identify the various internal and external forces which
influence change. The strengths and weaknesses are internal to Creekside, while opportunities
and threats are external.
Strengths
A clear vision of the desired state of Creekside, along with fully committed
administrators, passionate teachers, and the necessary resources within the school to facilitate
change, are all strengths which support and promote change. The administration, learner support
team, counselling department, child and youth care workers, and general classroom teachers are
committed to supporting vulnerable students, although a solution for how to achieve this has not
yet been realized. The team consists of the necessary skills and capabilities to have this vision
come to fruition through a wide range of expertise and available district supports.
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Weaknesses
As indicated by Creekside’s score on the readiness for change assessment, weakness is
found in the culture and morale of the school. This is considered and addressed with the chosen
leadership approach and within the framework of compassionate systems leadership to
understand and address the needs of staff members so they may participate in and implement
necessary change for the students.
Opportunities
Consideration of other ongoing initiatives which will compete for resources, finances,
and attention is necessary as this will impact the overall capacity of the organization to make
change (Palmer, 2015). Currently there is a district and ministry system-wide focus on staff and
student well-being as schools strive to return to “normal” in a post-Covid-19 pandemic
environment, thus, resources which will support this change initiative are available.
Current ministry initiatives and the Framework for Enhancing Student Learning (Ministry
of Education, 2020b) places an emphasis on utilizing resources to support students with special
needs. Having the senior management of City School District involved in and supporting change
which promotes the success of students with special needs is a strength and opportunity for
Creekside. Available support and wellness programs and services available to district staff at low
or no cost are also an opportunity accessible as well-being and resiliency are fostered in the
educators.
Threats
The Covid-19 pandemic was a recent, and still lingering, threat to the change process at
Creekside. As priorities must shift in response to changing provincial health orders, the school
still has a sense of being “on edge” and weary of specific elements necessary for change
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planning and implementation. These include large in-person meetings, integrated case
management meetings (ICMs), and connecting with outside agencies. Creekside does have
excellent resources to maintain connection and collaboration in the current environment through
technology and district support with digital tools which support meetings, communication, and
connection. Individual comfort levels with in-person collaboration, as well as ongoing effects
from the stress experienced during the pandemic, will present various consequences for staff
members and must be considered in moving forward with change for the foreseeable future.
Conclusion
The problem of practice this OIP explores pertains to the servicing and inclusion of
students with H and R designations, so they are able to remain in their home school and
successfully transition from grade-to-grade and through to graduation without the need for tierthree program referrals. How the needs of students demonstrating challenges with their mental
health and behaviours impact their experience and sense of belonging at Creekside Secondary,
and ultimately inhibits their successful transitions are examined. It is noted, however, that the
psychological well-being and professional support for teachers must be taken in to consideration
in order to ensure they are equipped and capable of engaging in the work of meeting the needs of
vulnerable students. It is important they are able to do so without stress and burnout commonly
seen in the teaching profession.
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Chapter 2: Planning and Development
The problem of practice examined in Chapter 1 indicates that H and R designated
students experience far less success with school transitions, and feel less connected to their
school community, throughout their educational experience at Creekside and other secondary
schools in the City School District. Chapter 2 looks forward to possible solutions through an
examination of leadership approaches to the desired change, frameworks for leading change, a
critical analysis of the organization, and the social justice and ethical factors which are a central
theme of this OIP.
Leadership Approach to Change
The leadership approach, and the capacity of the change leader, are significant as they
impact how staff members are inspired and motivated to work together to achieve the desired
change at Creekside Secondary. Given the social justice nature of this problem of practice, a
leadership approach which addresses the needs and well-being of vulnerable students at
Creekside is necessary. To address this need, transformative leadership is an ideal approach as it
focuses on advocacy for those who are marginalized, demands justice and equity, and relies on
school leaders to act with courage as they challenge what the system, and those who function in
it, see as normalcy and routine (Shields, 2020; Watson & Rivera-McCutchen, 2016). It is
specifically concerned with inclusion, equity, excellence, and social justice (Shields & Hesbol,
2020), and calls on school leaders to work collaboratively with others, building capacity, and
further developing leaders to take on the work of achieving the desired outcome of equity
(Shields, 2020). The problem of practice at Creekside is unquestionably about inclusion and
equity for a vulnerable student population.
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A transformative leadership approach questions how the world should be. It is not
concerned with changing how things currently are, but rather completely disrupting the status
quo of systems which continue to oppress people and marginalize groups (Gready, et. al., 2014).
This is necessary at Creekside as the current practices H and R designated students experience
are exclusionary and oppressive. Transformative leadership will disrupt the current state by
having people come together in a collaborative process to determine their own needs and desired
state, and not having it be dictated by those who hold more power (Pyles, 2021).
There are eight tenets which will guide change leaders at Creekside as they make
transformative change, working toward inclusive and equitable organizations (Shields, 2020),
including:
The mandate to effect deep and equitable change, the need to deconstruct knowledge
frameworks that perpetuate inequity and injustice and to reconstruct them in equitable
ways, the need to address the inequitable distribution of power, an emphasis on both
private and public good, a focus on democracy, emancipation, equity, and justice, an
emphasis on interconnectedness, interdependence, and global awareness, the necessity of
balancing critique with promise, and the call to exhibit moral courage. (p. 8)
Creekside change leaders will need to disrupt perceptions and knowledge frameworks staff
members have regarding H and R designated students, bring power and voice to those students
and their parents, and demand justice and equitable inclusion for those students. Through an
unwavering focus on the power of connections, relationships, and building resilience, the leaders
will enact transformative change that will deeply and positively impact everyone in the
Creekside community. The eight tenets and their interactions amongst each other are shown in
figure 1.
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Figure 1
Model of Transformative Leadership Theory

Adapted from “Transformative Leadership Approaches to Inclusion, Equity, and Social Justice” by C. M. Shields &
K. A. Hesbol, 2020, Journal of School Leadership, 30(1), p. 6.

Transformative leadership propels change forward as it overtly and openly addresses
mind-sets and knowledge frameworks people have, and places importance on the need to change
those which maintain inequities (Shields & Hesbol, 2020). Deficit thinking mindsets are one of
the main areas where change is required when considering inequities and oppression (Shields,
2020). These mindsets do not allow for acknowledging the role and responsibility one plays in
the oppressive social system, and instead blames students and their families for their
circumstances (Pyles, 2021; Shields, 2020). This feature of transformative leadership plays a
very important role in considering the problem of practice at Creekside Secondary as research
shows that teacher perceptions of students demonstrating challenging behaviours and mental
health struggles perpetuate the problem and create barriers to inclusion and support for those
students (Daniel, 2021; Fazel & Newby, 2021). Deconstructing these knowledge frameworks and
reconstructing them in a participatory and more equitable way supports the goal of eliminating
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system inequities and oppression (Pyles, 2021; Shields, 2020). A change of consciousness is
necessary at Creekside, along with a structural change, and assumptions about students must be
re-examined (Caldwell, et. al., 2012; Pyles, 2021).
Since the transformative process interrupts and seeks to change the power balance by
disrupting those who hold the most power and influence, it is common for the leader to face
substantial resistance (Shields, 2020). By drawing attention to how systems of oppression
impacts everyone negatively, including those who benefit more than others from the system, and
working through the discomfort and confusion transformative work brings to the surface,
successful change can occur as staff at Creekside work in solidarity (Pyles, 2021). Personal
stories will be used as they give substance to this problem of practice and can be beneficial when
seeking to gain support for transformative change as narrative practices can create a shared
memory of transformation, portray change as innovative and a logical rejection of the past, and
depict change as a superior endeavor (Dalpiaz & Di Stefano, 2017).
Transformative leadership will inspire staff at Creekside to work for a noble purpose and
exemplify moral principles to create a more socially just and equitable world (Caldwell, et. al.,
2012). It is consistent with an ethic of care and endeavors to provide what is in the best interest
of individuals (Caldwell, et. al., 2012). This leadership approach positions the leader as a teacher
and a role model, instilling a learning culture within the organization, embracing a noble and
ethical purpose, and seeking truth through learning from others (Caldwell, et. al., 2012).
It is through these features that a transformative approach offers Creekside staff the
opportunity to engage in inquiry individually, and as a group, while utilizing their personal and
collective identities as agents of change. This creates a chance for staff members to experience
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an extraordinary culture different from the general, larger society, which offers a sense of
belonging, inclusion, and self-definition (Pyles, 2021).
Framework for Leading the Change Process
To address the problem of lower rates of successful transitions throughout their education
for H and R designated students, through a transformative leadership approach, three frameworks
for leading the change process will be explored to determine which is the most suitable for
Creekside’s context. The Change Path Model (Deszca, et. al., 2020), the Eight Step Process for
Leading Change (Kotter, 2012), and Spirals of Inquiry (Halbert & Kaser, 2013) will be
considered.
Change Path Model
The Change Path Model (Deszca, et. al., 2020), which is considered to be more detailed
than other change frameworks, consists of awakening, mobilization, acceleration, and
institutionalization stages, setting out a process for which to follow, and being explicit about
what should happen at each stage. It considers internal and external factors, as well as
opportunities and threats which may influence the change. The model involves stakeholder input
in determining what needs to change, and the structures and systems which contribute to the PoP.
Celebrating successes is used to continue to build momentum and empower those responsible for
making the change (Deszca, et.al., 2020).
Kotter’s Eight Step Process for Leading Change
Kotter’s (2012) Eight-Stage Change Process frames change in steps, with each step
corresponding to common mistakes which may derail change attempts. The first four steps of the
process provide a solid foundation for the remaining four steps, and change leaders are warned
not to rush through them, or ignore them, as they progress through the change (Kotter, 2012).

40
The eight stages begin with establishing a sense of urgency, which dismantles complacency and
encourages people to put forth the time and effort to create change. Next, creating a guiding
coalition is thoughtfully done to ensure appropriate positions of power, levels of expertise,
credibility, and leadership skills are included (Kotter, 2012). Developing a vision and strategy
defines the direction of change and motivates stakeholders to be a part of the change, while
communicating the change vision ensures there is a shared understanding of the desired state
(Kotter, 2012). Empowering people to act ensures that people feel they have the power and
support to make changes (Kotter, 2012). Realizing short -term wins and consolidating gains
sustain motivation and grow by bringing in more people to support the change (Kotter, 2012).
Anchoring change is the final stage where the change is solidified into the culture of the
organization (Kotter, 2012).
Spirals of Inquiry
The Spirals of Inquiry Model (Halbet & Kaser, 2013) urges people to look at their own
practices rather than seek external answers and solutions. It looks at context specific situations
and evidence, while encouraging thinking and doing by all involved in the change process
(Halbert & Kaser, 2013). It involves six stages, which all overlap and continue in an iterative,
spiral like, process. The stages are scanning, focusing, developing a hunch, learning, taking
action, and checking (Halbert & Kaser, 2013). At each stage, three questions are asked: 1. what
is going on for our learners?, 2. how do we know?, and 3. how does this matter? (Halbert &
Kaser, 2013). These questions ensure that quality and equity remain at the centre of the change
process, and the concentration is on the students as the questions are asked frequently and
repetitively to maintain the focus of the change.
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Discussion
The top-down approach of both the Change Path Model and Kotter’s Eight Stage Model
are not conducive to change at Creekside as they will prove difficult to get buy-in from the staff
and do not support the participatory, grassroots characteristics of transformative justice (Gready
& Robins, 2014). They are also difficult to implement in a unionized, publicly funded,
environment where rewards, incentives, and staffing are not in the power and control of the
school’s administration. Furthermore, these approaches are linear in nature and have a rigidity in
their steps which may not allow for a full, in-depth understanding of how contextual factors at
Creekside may be negatively impacting student success. For example, failing to address the
stress levels of staff will inevitably lead to lowered morale and undermine students’ experiences
at school (Stapleton, et. al., 2020).
For these reasons, Spirals of Inquiry, which promotes collaborative, strengths-based, selfdetermined conversations and problem-solving amongst staff, is the favoured framework for
leading change at Creekside Secondary. Involving the staff and having their views and opinions
guide the work plays an important role in supporting and serving students experiencing
behavioural and mental health challenges (Willis, et. al, 2019). Supporting transformative
change, Spirals of Inquiry involves all of those who are connected to the problem to disrupt their
current practice and restore what is right and just (Reading, 2017). Spirals of Inquiry also allows
those involved in the change to understand the dominant challenges, themes, and strengths of the
school and the community, and forces constant reflection to ensure no learners are being missed
(Halbert & Kaser, 2013). The framework also aligns well with the issues of equity, inclusion and
social justice central to the problem of practice and works in stages which are quick enough to
maintain momentum and make changes to plans and strategies if things are not going well for
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Creekside’s learners or staff. This rapidly responding iterative process ensures that students are
not slipping through the cracks for months or years while solutions are established and then
implemented.
Critical Organizational Analysis
Nadler and Tushman’s Congruence Model (1980) will be used to critically analyze
Creekside to determine what to change in order to move the organization from where it currently
sits to the desired outcome of supporting H and R designated students so they may successfully
transition from grade to grade and graduate at the same rate as their undesignated peers. The
model serves as a tool to analyze the various parts which make up Creekside, and how those
parts work together to achieve outcomes by evaluating the congruence, or the dysfunction, of
these interrelated components (Nadler & Tushman, 1980). It will expose where gaps exist
between the current state of Creekside, and the desired state (Deszca, et. al., 2020). The pieces of
the organization considered in this model, as shown in figure 2, include: inputs, strategy, tasks,
individuals, informal organization, formal organization, and outputs.
Figure 2
Nadler and Tushman's Congruence Model (1980)

Adapted from “A Model For Diagnosing Organization Behaviour,” by D. A. Nadler & M. L.
Tushman, 1980, Organizational Dynamic, 9(2), p. 35-51.

43
Inputs
The inputs are the fundamentals that an organization is presented with to work through
the transformation process and to an output (Nadler & Tushman, 1980). The inputs include the
environment, history, and resources.
The environment consists of elements outside of the organization which impact
performance by constraining what can be done or those that provide opportunities for the
organization (Nadler & Tushman, 1980). For Creekside Secondary, and in relation to the
problem of practice being addressed here, this includes the demographics of the community,
family and parent ability to access necessary resources for their children, an increasing
prevalence of mental illness, government support and funding for mental health programs, and
community resource capacity to support youth with mental illness. A PESTE analysis identifies
environmental inputs to the transformation process in more depth and can be found in Appendix
A.
Resources, or anything an organization has access to, is the second input. These can
include staff members, knowledge, money, technology, and non-tangible assets such as the
climate of the organization (Nadler & Tushman, 1980). The quality, value, and flexibility of the
resources are all considered in the analysis process (Nadler & Tushman, 1980). Creekside’s
resources include staff members with specialized knowledge and skills in the area of supporting
H and R designated students. Staff with specific related education include counsellors, child and
youth care workers, learner support team teachers, safe and caring school workers, and school
psychologists. Funding is provided by the Ministry of Education on a per student basis with
additional supplementary funding provided to districts to support students with special needs
(Ministry of Education, 2021).
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The history of the organization is the third input in the model and analyzes how the
organization has developed over time and the impact that has on the way the organization is
currently functioning (Nadler & Tushman, 1980). Previous actions of leaders, responses to past
crises, development and progression of the organization’s culture, and historically significant
decisions are all factors considered in this element (Nadler & Tushman, 1980). It is crucial to
understand, at this point, the impact being placed on an extended-day schedule due to capacity
limits has had on Creekside Secondary. It is very common to hear staff members describe the
culture of the school as “fragmented” and “disjointed.” This impacts how the staff collaborates
to support vulnerable learners, and how they support each other as they perform this work.
Strategy, although somewhat different from the other factors, is the final input. This
refers to how decisions are currently being made using the resources available, in the current
environment, within the context that the organization’s history has created (Nadler & Tushman,
1980). It is the process of deciding what the goals of the organization are, and how the other
inputs are utilized to work toward that output (Nadler & Tushman, 1980). Creekside’s strategy is
to create a safe and inclusive educational space where all students can reach their full potential
and experience success. This can be realized by ensuring equity for all students and providing
structures and supports which aid them in graduating with a plan for transitioning into adulthood.
The MoE Framework for Enhancing Student Learning (2020) is a major driver of the
strategy at Creekside. It sets expectations of schools for planning and reporting to improve
student success. This framework includes a specific focus on students designated as having
special needs. Goals and their objectives of the BC education system specified in the framework
are presented in table 1.
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Table 1
Goals and Objectives for BC schools from the Framework for Enhancing Student Learning
Goal
All students become educated citizens

Learning environments foster healthy and
effective learning

Objectives
Support student-centred learning and improve equity
of outcomes
Establish and maintain high and measurable
standards
Enhance student preparedness for their future
Implement high yield strategies to support student
growth and achievement
Support student and staff well-being

The framework also has five components to improve outcomes for all students: a systemwide focus, multi-year district and school plans, planning based on meaningful evidence, systemwide capacity building, and student, family and community agency.
Furthermore, the Vision for Student Success has a mandate “to enable every learner to
maximize their potential, which fuels our passion and vision that BC has educated citizens who
thrive in a rapidly changing world” (BC Ministry of Education, 2018). It recognizes that
although student success in BC has been good overall, there are substantial discrepancies in the
success rates of vulnerable learners. The vision commits to making evidence-informed decisions,
improving programs and policies, ensuring equitable access to education for all students,
investing in areas which have demonstrated better outcomes for students, and leading through
innovative approaches.
Output
The outputs are what are produced by the organization, whether the goal(s) are met, how
well objectives are realized, how efficiently resources are used to reach full potential, and how
flexible and adaptable the organization remains in the face of changes to its environment (Nadler
& Tushman, 1980).
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Currently, the output is not the desired state at Creekside as students with H and R
designations successfully transition from grade-to-grade at much lower rates than their
undesignated peers. These vulnerable students also have much higher absenteeism, more office
referrals, higher rates of suspension, and lower graduation rates. Referrals are made to tier-three
alternate programs for these students when Creekside is unable to meet their needs which results
in extended time away from school, a lack of school attachments, and large gaps in their
learning. Furthermore, not enough is being done to ensure staff do not experience burnout or
contribute to low morale as they strive to support vulnerable youth as this can contribute to the
problem of practice.
Transformation Process
The task, individuals, formal organization, and informal organization are the four
elements which take the inputs and strategy and transform them into the output. These will be
explored within Creekside’s organization with respect to supports and services H and R
designated students receive to foster their sense of belonging, attachments, and successful gradeto-grade transitions, amongst other positive educational experiences.
Task
The task is the work done by the organization and includes the knowledge and skills
necessary to perform the work needed to align with the strategy, as well as rewards and
constraints (Nadler & Tushman, 1980). It is the starting point for the analysis, as assessment of
other components are contingent upon an understanding of the task (Nadler & Tushman, 1980).
At Creekside this is supporting H and R designated students in the school, without having to
refer them to tier-three alternate programs, to successfully allow them to transition from gradeto-grade, and to graduate at the same rate as their undesignated peers. This involves providing
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academic support from classroom and LST teachers, as well as EAs, social and emotional
support through counsellors and CYCWs, supervision support from safe and caring school
workers, and assessments to identify learning needs through school psychologists. It also
involves proactive and relationship-centered corrective actions from administrators.
Individuals
The individuals are the staff members who perform the tasks and includes their skills,
knowledge, needs, opinions, expectations, demographics, and other factors which could affect
their behaviour (Nadler & Tushman, 1980). The psychological wellbeing of these individuals is
vital to student success (Harding, et. al., 2019; Stapleton, et. al., 2020). Staff essential to student
success at Creekside are:
▪

Classroom teachers who make decisions regarding curriculum, instruction, and
assessment based on the needs and development of their students to provide learning
opportunities, while involving parents and guardians in their child’s learning (BC
Teachers Council, 2019)

▪

LST teachers who work in collaboration with classroom teachers, EAs, and other
members of the school-based team to develop and implement individual education plans
and adaptations to meet the diverse needs of students (City School District, 2021)

▪

Counsellors who provide counselling to students, act as an advocate for students and their
family, liaise with community agencies, and participate as part of the school-based team
to develop plans to support students (City School District, 2021)

▪

EAs who assists the teacher in implementing adaptations and learning supports for
students with diverse needs and special education programming
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▪

Safe and caring school workers who proactively build relationships with students,
provide supervision of students to ensure safety, and liaise with district departments and
local police to provide resources to vulnerable students

▪

CYCWs who implement supports at various levels for social and emotional needs of
students within the school community, and liaise with counsellors, classroom teachers,
and administrators to support vulnerable students

▪

School psychologists who consult with the school, district, and community resources
regarding educational program planning, psycho-educational assessments, and provide
recommendations for district program placements

▪

Administrators who work with students and their families to address behaviour and
mental health needs, develop appropriate consequences for disciplinary matters while
maintaining relationships with students and their families, supports teachers and other
staff members to access resources needed for students, and participate in school-based
team meetings to assist with the development of educational plans for at-risk students

Formal Organization Arrangements
The formal organization arrangements are the policies, procedures, processes, and
structures which are officially established to have individuals perform the work in alignment
with the organization’s strategy (Nadler & Tushman, 1980). It considers job descriptions and
how those roles are structured within the organizational context, as well as the physical
environment, resources available, and the process of the organization for attracting, building
capacity in, and reviewing staff members (Nadler & Tushman, 1980).
Students designated as H and R are case managed by the school counsellors who develop
an Individual Education Plan (IEP) in collaboration with parents or caregivers, the student
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themselves, and other members of their care team. The counsellors liaise with the CYCWs to
implement strategies for support and work with classroom teachers and other staff members to
ensure proper supports are in place for the student to work toward their IEP goals.
School-based team meetings are held every two weeks throughout the school year. These
meetings provide an opportunity for the team to discuss specific students of concern and any
arising issues. Adaptations to educational programs and plans, discussion of any needed
assessments, and sharing of vital information regarding newly accessed, or no longer accessed,
supports occurs at these meetings with the individuals identified previously in attendance.
The district level Student Support Department is another formal structure which plays a
role in the outcomes for students designated with special needs. This department oversees the
school psychologists, alternate programs, designation and de-designation of students, referrals
for additional supports, special education funding, and offers professional development
opportunities for supporting students with special needs.
The process of referring H and R designated students to tier-three alternate programs is
available to schools if they feel they are unable to meet the needs of the students. A referral form,
along with all supporting documentation, is sent to a review team which assesses the seriousness
of the referral in a triage system. The team then consults with the home school to make further
suggestions for support, inform them of the student being placed on a waitlist, or providing an
immediate placement for the student if one is available.
As students transition from their elementary school to Creekside, a formal process is in
place to communicate between the schools. Through this process, the elementary schools provide
relevant and important information regarding the academic, social, and emotional needs of
students leaving grade 7 and entering grade 8 at Creekside. This process takes place in the spring
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so that Creekside staff can begin to prepare for the unique needs of students, schedule them
appropriately, and begin to connect them with appropriate school resources.
Informal Organization
The informal organization greatly influences the behaviour of individuals and
materializes over time (Nadler & Tushman, 1980). It is generally referred to as the culture, and is
comprised of various processes, arrangements, behaviours, relationships, communication, and
values which may supplement the formal organization, or impede the objective of the
organization (Nadler & Tushman, 1980).
Collaboration between departments at Creekside is stressed, and the relationships
amongst staff who support H and R designated students are strained. A common opinion of why
this is relates to some staff being unclear about their role, responsibilities, autonomy, and agency
in supporting these students. The culture is also felt to be fragmented and disjointed due to
several years of being on an extended-day schedule where the staff work in two shifts making
collaboration and relationship building difficult. There has been high turnover of administrators
in the past five years which has left staff feeling unsupported and unconnected to leadership and
to each other.
Congruence Analysis
The critical organization analysis occurs as the congruence, or how well the components
of the organization fit, is measured (Nadler & Tushman, 1980). Components are compared with
respect to their needs, purposes, goals, and structures, and how they interact to implement the
strategy (Nadler & Tushman, 1980). Identifying and evaluating what to change in the
organization occurs through the congruence analysis, but it also illustrates how re-configuring
the components can change the output, and how an adjustment to one element impacts all of the
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other elements (Nadler & Tushman, 1980). The following addresses the fit between the various
components at Creekside which are involved in the transformation process, with congruence or
limited/no congruence indicated in parentheses in bold for easy identification:
▪

Individual/Organization (limited/no congruence): Some staff believe students with high
needs in the area of behaviours and mental health would best be served in alternate
educational environments. Staff feel their needs are not met, and their psychological
wellness is not supported, when they are expected to accommodate students exhibiting
severe behaviours.

▪

Individual/Task (congruence): Staff members have the capacity to meet the academic,
social, and emotional needs of students with special needs, and professional development
opportunities are offered and available through the Student Support department.

▪

Individual/Informal Organization (limited/no congruence): The culture at Creekside is
strained given its fragmented nature. Individual needs are not met as strong working
relationships are not the norm. Some staff members do not feel supported or valued by
their colleagues, leaving them to feel unempowered in making decisions and taking
actions to support vulnerable students.

▪

Task/Organization (congruence): Arrangements within the organization are adequate to
meet the task. Multiple specialized roles and positions exist to support H and R
designated students, with professional development opportunities available. Consultation
with district provided specialists are available to inform decision making and student
program development.

▪

Task/Informal Organization (limited/no congruence): The opportunity to work
creatively and collaboratively to realize the task exists at Creekside; however, the culture
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currently hinders this as there are few strong, trusting relationships amongst necessary
staff members which are necessary for task completion.
▪

Organization/Informal Organization (congruence): The formal organizational
arrangement at Creekside provides opportunities for the informal organization to develop
in a more positive manner. There has been consistency amongst administration for two
years, with a strong desire to support vulnerable learners by the school’s professional
development committee as they have accessed district and community resources to
provide capacity building opportunities to staff. Furthermore, school-based team
meetings are held regularly as it is known that “insufficient time to discuss student
strengths and areas for development and use of practices that may promote student
success is another challenge that can compromise the potential effectiveness of inclusive
instruction for students with EBD [emotional or behavioural difficulties]” (McKenna, et.
al., 2021).

Based on the congruence analysis, it is identified that incongruence between individuals and
the formal organizational arrangements, individuals and the informal organization, and the task
the informal organization, are areas where issues contributing to the problem of practice exist.
Moving forward, possible solutions will be generated to discuss specific changes and actions to
address the problem of practice. These solutions will consider the needs of the individuals who
make up the organization, and how they interact with the formal and informal organization, as
well as the correspondence between the task and the informal organization. Approaching these
action steps through the Spirals of Inquiry model allows for hypotheses to be made about what is
going on for our students and why that is occurring, while giving the flexibility to test actions in
an iterative and productive manner.

53
Solutions to Address the Problem of Practice
Creekside Secondary, The City School District, and the Ministry of Education are all
committed to supporting the well-being of H and R designated students, as well as supporting
them successfully transitioning from grade-to-grade, and through to graduation. Four lines of
inquiry which have developed from the problem of practice of how the educational experiences
of H and R designated students can be improved are:
1. What structures, systems, and supports have been proven to support vulnerable student
achievement and well-being?
2. How can students’ sense of belonging and connectedness at school be increased?
3. How can a shift in teachers’ perceptions of students with challenging behaviours and/or
mental health challenges be facilitated?
4. How can educator capacity and well-being impact their ability to meet the needs of
students demonstrating challenging behaviours and/or mental health challenges?
In response to these inquiry questions, three possible solutions have been established to
provide necessary supports and address the needs of vulnerable students at Creekside, including:
maintain the current practice while advocating for an increase in the capacity and availability of
district tier-three alternate programs, creating formal and enrolling tier-two programs and
supports in-house for students who are not able to be accommodated in their classrooms, or who
are on tier-three wait-lists, and developing capacity and resilience amongst all staff members in
the building, as well as improving school structures and processes, to support a resilient school
community.
As previously stated, this problem of practice is framed by Marginalization and AntiOppression Theory, Bronfenbrenner’s Ecological Model, Resilience Theory, and Attachment

54
Theory; therefore, each proposed solution will be situated within this conceptual framework to
understand how it meets the aims of inclusivity, resiliency, and attachment. The required
resources, benefits, and challenges of each solution will also be explored, with a chosen solution
being identified.
Proposed Solution 1: Maintain Current Practice of Tier-Three Program Referrals While
Advocating for Increased Program Capacity
Students with moderate to severe behaviour or mental health needs are supported at the
school level through classroom teachers, school counsellors, child and youth care workers, safe
school liaisons, and administrators. For students with severe needs, outside agencies are often
involved to support the student as well. When school resources have been exhausted, and the
student is not experiencing success, referrals are made to district tier-three programs which have
lower student to teacher ratios, are heavily supported by EAs, CYCWs, outreach workers, and
other staff members, and offer flexible learning plans for each student based on their individual
needs and goals. These programs are not housed in mainstream schools, but at various other
locations.
Currently there are more than 20 alternate programs in the City School District; however,
the demand for these programs has proven to be high as there are lengthy waitlists for students to
access a space. If students have disengaged from their homeschool, this wait-time for support can
result in the student completely disengaging from the education system, not graduating or
transitioning successfully in adulthood, and other long-term negative outcomes (Pirrie, et. al.,
2011; Power & Taylor, 2020).
While maintaining the current practice, the change leader, who also serves on the District
Mental Health Committee, has a voice and agency in advocating for the creation of more

55
alternate programs, or increasing the capacity available in the existing programs. This could
alleviate the waitlists and allow students to access these intensive supports quickly. The objective
would be for students to transition to an alternate program immediately following the submission
of a referral reducing or eliminating the wait times experienced and buffering against the
possibility of disengaging from the education system entirely. Although this involves a transition
for the student, it does so to a program with necessary supports and resources for their needs.
Required Resources
To facilitate an increased capacity in alternate programs, a large financial investment
would be necessary. Each program requires a physical space and staffing. The average alternate
program has five staff members for every 20 students and is intensively supported by school
psychologists, counsellors, district behaviour specialists, and program coordinators, over and
above regular staffing.
Benefits and Challenges
Tier-three alternate programs have proven to be effective for students severely impacted
by their behaviours or mental health (Baroutsis, et. al., 2016; McGregor & Mills, 2012). The
programs are student-centered and developed on the premise of attachment theory and advocacy
for vulnerable and oppressed children and youth. Learning environments are constructed in
alternate programs to help students, especially those who have been marginalized, to re-engage
with education (McGregor & Mills, 2012; Nada, et. al., 2020).
Challenges of this proposed solution are the lack of inclusion and attachments in the
students’ homeschools, continuing to further marginalize vulnerable students, as well as the costs
associated with expanding existing programs or creating additional ones. Space, staffing, and
other resource costs are much higher in alternate programs given their staff to student ratios and
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intensive available supports. Furthermore, the administration at Creekside has no agency to
increase capacity in tier-three programs for students and are only able to advocate for this.
Proposed Solution 2: Creation of In-House Enrolling Tier-Two Program(s)
Tier-two programs refers to supports offered as part of a School-Wide Positive Behaviour
Intervention and Supports (SWPBIS) model to meet the needs of students (Van Camp, et. al.,
2021). These supports are targeted and offered to students in small groups within the school if
the student has not benefitted from tier-one interventions which are available and applied to all
students in the school (Van Camp, et. al., 2021). Although some schools in the City School
District have in-house enrolling tier-two programs, Creekside is not one of them. As an enrolling
program there would be a classroom and teacher available, and students would attend that class
as part of their regular schedule each day. Creekside Secondary currently offers tier-two supports
through the counselling department and youth care workers; however, it is optional to students
and not included as part of their class timetable. This solution would allow H and R designated
students to remain in their homeschool and increase their feelings of connectedness as they
would be receiving more targeted supports.
Required Resources
Enrolling tier-two programs require staffing and classroom space to exist. As stated
previously, Creekside is a school currently over-capacity and is awaiting a building extension to
provide needed classroom space for regularly scheduled classes. Although tier-two programs are
not staffed in the same manner tier-three programs are, there is still a lower student to teacher
ratio, and increased EA and CYCW support staff compared to mainstream classrooms.
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Benefits and Challenges
Tier-two programs can have a profound effect on student behaviour when implemented
by teachers as opposed to other staff or outside professionals (Blair, et. al., 2020); however, if
tier-one interventions are not implemented consistently well by staff, there is a risk of students
being over-identified as needing tier-two supports (Van Camp, et. al., 2021). This can create an
‘internal exclusion’ (Power & Taylor, 2020), marginalize students, result in a lack of secure
attachment to staff and the school, and result in a move further away from the desired state of
having students feel a sense of belonging at school and in their classrooms (Blair, et. al., 2020).
Furthermore, if students are over-identified as requiring this support, the program can quickly
become flooded and those students who legitimately require the support can again be left without
easy access to it.
Developing an enrolling tier-two program requires the use of teacher staffing which
would need to be pulled from other subject areas. Again, being a school experiencing student
capacity challenges, utilizing staffing in this area would mean there would be fewer student
spaces in other subject areas, and less support for students in their mainstream classrooms.
Proposed Solution 3: Develop Teacher Capacity and Resilience to Meet the Needs of
Vulnerable Learners and Students Exhibiting Challenging Behaviours in the Mainstream
Classroom
Increasing the capacity of teachers, particularly in the areas of mental health knowledge,
resilience, and proactive and responsive skills serves as a protective and therapeutic strategy for
both vulnerable students and the general student population (Vesely, et. al., 2014). With anxiety
and depression being amongst the most prevalent mental health disorders of children and youth,
broad systems-level approaches to supporting students and maintaining inclusion in their
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classrooms begins with increasing capacity amongst teachers and staff members (Fazel &
Newby, 2021). It has been found that children and youth who demonstrate emotional and/or
behavioural disturbances find it difficult to recognize and explain their emotions and are unable
to see the consequences of their behaviours. Therefore, providing relational support from staff
members can engage students in dialogue about their emotions, make meaning of them, discover
what leads to them, and ultimately develop coping strategies and more appropriate means of
expressing what they are feeling or experiencing (Split, et. al., 2021). Positive, meaningful
relationships between teachers and students supports social and emotional development and
improved learning among students (Capone, et. al., 2017; Schonert-Reichl, 2017).
School structures and processes which prioritize a positive approach to behaviour and
aim to develop social, emotional, and behavioural competencies prevent disruptive behaviours
and promote a safe and caring school environment (Bear, 2008). Shifting away from punitive
practices such as suspension, expulsion, and referrals to alternate programs for behaviours, and
toward student-centered approaches to developing social and emotional competencies, involves
discovering supports and resources necessary to meet the needs of students with intense
behaviour or mental health needs (Bear, 2008). Ecological factors arising from school structures
and processes can promote school connectedness, and a sense of belonging, resulting in positive
outcomes for students at-risk of, or already experiencing, low levels of optimism, anxiety, or
possible disengagement from school (Thomson, et. al., 2015).
Required Resources
Ongoing evidence-based, accessible professional development opportunities and
resources, as well as strong and consistent support from administration and colleagues are
required for this proposed solution given the transformative nature of the change. Mindsets and
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knowledge frameworks will be disrupted, and it involves a collaborative and participatory
approach to determining how skills and resources can be used to facilitate full inclusion of those
who have previously not had equitable access to educational opportunities (Ornelas, et. al.,
2014). Although many professional development opportunities exist in the field of supporting
vulnerable and at-risk students, they are not always accessible given limited time available to
teachers, the cost of workshops and conferences, and/or the location they are delivered.
Facilitating and encouraging Professional Learning Networks (PLNs) for staff members,
(systems which are built upon the participation of those who engage in them), could help fill in
the gaps formal professional development alone would leave by responding to staff members’
unique needs, offering flexibility in learning and development, and allowing for the coconstruction of knowledge (Trust, et. al., 2016).
Since the well-being of teachers can be affected by students’ maladjustment, and teachers
experiencing stress and burnout can lead to the deterioration of students’ experiences in school
(Tobia, et. al., 2019), having resources which interrupt this cycle and support teacher wellness, in
addition to capacity building, are a pillar of this change initiative. Resources which support the
development of resilience and well-being of staff members are also necessary in their capacity
building to support and promote wellbeing in students (Stapleton, et. al., 2020). City School
District employees have access to an Employee Family Assistance Plan (EFAP) which provides
free confidential counselling and referrals to other support services. Staff also have extended
health benefits which include Psychologist and other therapeutic practitioner services.
Benefits and Challenges
Research has shown that the social and emotional development of children is increased in
classrooms where an emotionally supportive environment is fostered by the teacher (Split, et. al.,
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2021). These environments not only benefit students who are experiencing challenges with their
mental health, but all students in the classroom, acting as a buffer for those children or youth
who are at-risk for developing mental health disturbances later in life. Although there are
biological factors in the development of depression and anxiety, undesirable ecological factors
may increase the prevalence of mental health disturbances leading to a need for more
intervention and prevention strategies (Bernaras, et. al., 2019). The proposed solution will not
only benefit H and R designated students but may serve as a protective factor for all students in
the building and reduce the need for interventions for behavioural and emotional disturbances.
Although this solution involves intense work from all involved, it has the benefit of being a
lower-cost solution in comparison to the others, practical, and achievable to implement at
Creekside.
Challenges with this solution include varying levels of expertise amongst staff members
in this area, and some requiring substantial support to adopt evidence-based practices which may
be considered difficult to organize amongst other instructional practices and competing demands
of students and the classroom (McKenna, et al., 2021). Time is also seen as a valuable resource
which can be challenging to find for teachers as they seek to collaborate with other staff
members and professionals in discussing students’ strengths and planning ways in which student
success can be promoted (McKenna, et. al., 2021). Promoting systems and processes which
allow for teachers to have time to engage in the work will mitigate this challenge.
Comparison of Proposed Solutions
A summary of the proposed solutions in table 2 compares how they support, or fail to
support, the desired outcome of creating an inclusive and resilient school where students feel a
strong sense of belonging and attachment and can experience school success.
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Table 2
Proposed Solution Comparison
Solution
Maintaining
the current
practice of
referring
students to
tier-three
programs

Creation of inhouse
enrolling tiertwo
program(s)

Increase
teacher
capacity to
meet needs of
vulnerable
learners
displaying
challenging
behaviours in
mainstream
classroom

Inclusivity
Does not foster inclusion
– relies on continuing to
refer students out of their
home school

Although in the same
building, does not foster
inclusion – relies on
teacher referrals to
separate
classroom/program

Increases the likelihood
that students will be
supported in their
classrooms with their
peers and promotes full
inclusion of all students.
Also allows for students
who may not be
identified as being at-risk
to experience the same
level of care, therefore
having protective factors

Resiliency
Incites further
marginalization of
students, and does
not promote
resiliency in
mainstream
context
Provokes
marginalization of
vulnerable
students who are
separated from
their peers based
on behaviours and
emotional support
needs
Fosters a
community where
protective factors
exist for staff and
students and
therefore
promotes
resiliency
amongst the
entire school
community

Attachment
Strong attachments to tierthree staff members are
likely to be formed, but
breaks attachments with
mainstream school staff

Strong attachments to
teacher/staff of tier-two
program are likely;
however, will damage
relationships with classroom
teachers who refer students
to program

Students and staff will have
the opportunity to develop
skills and knowledge, as
well as develop
understanding and empathy,
to form strong positive
relationships with each
other promoting resilient
attachments and feelings of
connectedness and
belonging

Chosen Solution
In considering the needs of staff and students at Creekside Secondary, and in light of the
resources and supports available, proposed solution 3: increasing teacher capacity to meet the
needs of vulnerable learners displaying challenging behaviours in the mainstream classroom, is
chosen to be the more efficient and meaningful solution to the problem of practice. This solution
aligns with the BC Ministry of Education’s (2021) Mental Health in Schools Strategy which
focuses on promoting positive mental health and building resiliency, while emphasizing the
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importance of relationships and attachments and collaboration amongst all stakeholders.
Furthermore, this solution embodies the principles of attachment theory (Bowlby, 1977), and an
ethic of care (Noddings, 1988).
Developing the skills and knowledge amongst staff members to provide relational
support to students, as well as fostering supportive environments students experience as relaxing
and accepting, supports a strength-based approach where students can embrace and demonstrate
their strengths (Hambrick, et. al., 2018). Research also shows that children who lacked strong
attachments with primary caregivers in early developmental years, and have limited emotional
regulation support throughout their adolescents, can be positively impacted and compensated by
professional co-regulators in the school setting (Split, et. al., 2021). Experiencing strong
relational health with teachers is a stronger protective factor for students who are
developmentally at-risk (Hambrick, et. al., 2018), and quality relationships with students is a
source of teacher well-being (Milatz, et. al., 2015).
The quality of conversations with their teachers has more impact on how students
experience the relationship than how the teacher experiences the relationship, and teachers’
perceptions of the students’ behaviours are more closely tied to how the teacher experiences the
relationship (Split, et. al., 2021). This indicates the necessity for teachers to build capacity in the
area of understanding causes and triggers of undesirable behaviours, but also their own power in
supporting prosocial and desirable behaviours of students as positive interactions with teachers
increases the likelihood of pro-social behaviour and engagement in learning among students
(Capone, et. al., 2017). Building capacity and resilience amongst teachers in responding to
challenging student behaviours, developing strategies to support and assist one another, and
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advocating for supports and resources when needed, will increase feelings of competency and
job satisfaction for staff (Renshaw, et. al., 2015; Willis, et. al., 2019).
Inquiry Cycle for Improvement
Spirals of Inquiry (Halbert & Kaser, 2013), the chosen framework for leading change
with respect to this problem of practice, promotes collaboration and a strength-based approach to
building capacity and resiliency, and addressing the needs of all Creekside’s students, including
those who are vulnerable and experiencing mental and emotional distress. The chosen solution
will align with the Spirals of Inquiry framework’s stages as follows:
Scanning
Creekside staff members, in collaboration with administration, will begin to question
what is happening for students in the school, drawing data from experiences, conversations with
students and each other, report card and attendance data, office referrals, and student behaviour
tracking data collected by education assistants. This will help focus where change is specifically
needed and will lead to the next stage. A scan of staff capacity, resilience, and well-being, and
factors supporting or undermining them will also be done.
Focusing
Further clarity regarding where capacity building, supports, and change are needed will
be fine-tuned as change agents engage more stakeholders, including any and all professionals
who support Creekside students, as well as parents, community members, and other staff not yet
involved in the process.
Developing a Hunch
Solutions to specific areas in need of change will be generated by stakeholders as factors
contributing to the problem have been flushed out. Strategies for implementation will be
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developed in partnership with those who need the resources, and those who have the ability to
provide them.
New Professional Learning
At this stage the learning and capacity development identified as being vital to improving
the experiences of all students, including H and R designated students, takes place. It is essential
that research-based practices are discovered and understood before they can be adopted into
school practice to ensure fidelity when using results to inform future decisions (McKenna, et. al.,
2021).
Taking Action
Newly developed knowledge and skills amongst staff members are put into practice at
this stage, with an agreed upon timeframe for reviewing experiences, results, and new inquiries
which have arisen from implementation at the next stage.
Checking
After the agreed upon timeframe has passed, the change agents will review data to check
progress and determine if positive changes are beginning to occur. Conversations with teachers
and students will inform how both are experiencing the changes and how they are benefitting
from them. Inquiry into further resources, capacity building, and structures which will benefit
teachers and students begins.
Leadership Ethics, Equity, and Social Justice in Organizational Change
This problem of practice presents with a clear social justice issue as H and R designated
students are limited in their access to the full range of opportunities at Creekside Secondary
through sometimes subtle exclusionary and disciplinary practices which have short- and longterm damaging consequences for students (Power & Taylor, 2020). Staff members at Creekside
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Secondary are guided in their professional behaviours by codes of ethics from their respective
unions, associations, and regulatory branches, and the BCTF code of ethics (2019) states that
members will always speak and act with respect and dignity toward students, being mindful of
their individual rights. The BCPVPA code of ethics (2021) states that all decisions and actions
should fundamentally be based on student well-being, and the Framework for Enhancing Student
Learning (Ministry of Education, 2021) recognizes the need for equitable and inclusive learning
environments which respects the individual and unique needs of students. Teachers feel
compelled to support all students in their care; however, their ethical obligation to do so may be
hindered by their current capacity, resiliency, well-being and work-place related stress
(Stapleton, et. al., 2020; Willis, et. al., 2019).
As part of the transformative work of changing how Creekside Secondary approaches and
cares for students who are vulnerable, a collaborative discussion around ethical responsibilities
and how we ensure the principles in the codes of ethics are met will form part of the change plan
and evaluation. A drastic rethinking of participation and practices, and deep consideration of
Creekside’s context will facilitate transformative change to ensure social justice for those who
have been marginalized and oppressed (Gready & Robins, 2014). By continuously revisiting the
purpose of the change and keeping the success and well-being of all students at the forefront of
meetings and planning conversations, the Spirals of Inquiry (Halbert & Kaser, 2013) change
model will allow for ethics and equity to remain an emphasis. Utilizing an ethic of care as a
foundation for this work will naturally align the work with the ethical responsibilities concerned
with caring for and supporting students (Nicholson & Kurucz, 2019).
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Responsibilities of the Organization
Equal access to resources, the promotion of wellness, and empowering marginalized
children and youth is the emphasis of social justice (Albright, et. al., 2017), and the foundation of
this problem of practice. The district’s strategic plan is committed to scrutinizing and exploring
discrimination and injustices in the system and understands how deeply connected to learning a
sense of belonging is; therefore, making it a responsibility of everyone to ensure all students
have a sense of belonging in their school (City School District, 2021c). Systemic equity in the
context of this PoP would see H and R designated students having full and equal access to
education in their school through resources, support structures, and staff capacity, without
unnecessary interruptions, suspensions, or preventable program referrals. A social justice
framework is critical if there is a commitment to “preventing damaging relationships,
empowering youth to reject negative societal messages, and helping youth to become critically
conscious agents of social change” (Albright, et. al., 2017, p. 372).
Connecting to Bronfenbrenner’s Ecological Model (1979), Bowlby’s Attachment Theory
(1969), as well as resiliency theory and a strength-based approach, a social justice framework
demonstrates system inequities and social injustices which have placed students at-risk of
experiencing mental illness and behavioural disturbances, sometimes resulting in a lack of
capacity and resources to transition successfully through their education to graduation and
beyond (Albright, et. al., 2017; Power & Taylor, 2020). Marginalized youth, as a result of
oppressive structures, often do not have access to the resources, skills, or information to be their
own activists for change (Albright, et. al., 2017).
The proposed solution utilizes a universal approach to supporting all learners. In doing
so, we can address the needs of vulnerable H and R designated learners, and be proactive in
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ensuring all students feel safe, welcome, and a sense of belonging at school. The attachments
students will be able to develop and experience with their teachers and other staff in the building
will serve as a protective factor (Harding, et. al., 2019; Vesely, et. al., 2014). Equitable access to
the classroom will be available as students can “take what they need” from the universal supports
available.
Considerations and Challenges
The capacity and will of staff members to engage in change to support vulnerable
students may present a challenge to change planning and implementation (Maggin, et. al., 2010).
Specific skills, attitudes, and beliefs are necessary for promoting a truly inclusive environment
and understanding the needs of students experiencing behavioural and mental health challenges
(Brown, 2004; Maggin, et. al., 2010). Feelings and attitudes of staff members who feel these
students should be removed from their classrooms, or the school in general, will present a
challenge to the desired change and outcome. Misunderstandings of positive behavioural
supports, limited knowledge of support principles, and personally held philosophical beliefs can
all impact a teachers’ willingness to participate in the change initiative (Feuerborn & Chinn,
2012). Ensuring there is explicit learning opportunities on functions of student behaviour, the
positive effects of social and emotional learning supports and strategies, and the benefits of
collaboration with other stakeholders may ensure those practicing and implementing the change,
and those it is intended to support, are cared for (Alcabes & Williams, 2002; Feuerborn & Chinn,
2012).
Conclusion
The problem of practice has been considered against three frameworks for leading
change, and three possible solutions were explored. Taking into consideration the transformative
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leadership approach, and the social justice nature of the problem of practice, Spirals of Inquiry
(Halbert & Kaser, 2013) has been chosen as the framework to guide the change of developing
staff capacity to support H and R designated vulnerable learners in the mainstream classroom. A
detailed change implementation plan, along with monitoring, evaluation, and communication
plans will all be explored in chapter 3.
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Chapter 3: Implementation, Evaluation, and Communication
As this organizational improvement plan moves from developing a leadership framework
and exploring and understanding possible solutions, this next chapter investigates how utilizing
Spirals of Inquiry (Halbert & Kaser, 2013) as a change model, together with a transformative
leadership approach, guide the change implementation plan, monitoring and evaluation, and
provide a foundation for communication strategies and plans. Comprehensive Mixed-Methods
Participatory Evaluation (CMMPE) (Natasi & Hitchcock, 2008) is introduced as a model for
monitoring and evaluating the change in population-based approaches to supporting and
promoting well-being in at-risk populations.
Change Implementation Plan
Students with H and R designations are transitioning from grade-to-grade, and through to
graduation, with less success than their non-designated peers and students with other special
education designations. The focus of the implementation plan is to develop the capacity and
resiliency of teachers and staff so they are better able to support vulnerable learners in the
classroom, and increase their resilience, enabling them to successfully make transitions through
their school experience. Informed by the school district’s Strategic Plan (2021c) and aligning
with the ministry’s Mental Health in Schools Strategy (2021d), the chosen solution also
considers data from the district’s Enhancing Student Learning Report (2021) which indicates that
less than 50% of teachers in the 2020/2021 school year reported feeling calm and confident at
school. This is compared to roughly 60% of students reporting they felt calm and safe at school
in the same year (City School District, 2021).
The resilience and well-being of teachers and other staff members is inextricably linked
to the resilience and well-being of students, and vice versa (Oberle & Schonert-Reichl, 2016;
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Sisask, et. al., 2014; Willis, et. al., 2019). It is well-documented that teaching is a stressful
profession. Teachers who reported experiencing high stress during their work increased from 35
to 51 percent from 1985 to 2012 (Eva & Thayer, 2016). As it is predicted that depression will be
biggest cause of people being unwell by 2030 (Hawkins, 2017), it is important to not just look at
solutions to address the support and well-being of students, but we must ensure there is inquiry
into supports and capacity building which address the resiliency and well-being of educators so
they are equipped to meet the needs of students.
The current structure of the organization includes numerous actors who will contribute to
and support the change plan. They include administrators, teachers, EAs, CYCWs, Indigenous
youth care workers, LST teachers, counsellors, behaviour specialists, outreach workers, and
psychologists. Although most of these roles have been in place for years, their effectiveness will
be increased as capacity is built amongst staff members and the intentionality of supporting one
another is increased to establish resilience as a school community to improves students’
experiences. It is not uncommon for these staff members to be fragmented and work in isolation
of one another which adds additional barriers to support for vulnerable students (Adelman &
Taylor, 2008).
Using a transformative approach to this work, where the current approach and knowledge
frameworks are explicitly addressed and deconstructed, and a focus on equity and justice is at the
centre of the work (Shields & Hesbol, 2020), the situation for students, parents, and staff will be
improved. Compassionate systems will ensure this is done through a humanism and ethic of care
lens central to this change with principles in line with transformative leadership including:
interconnectedness, moral decision making, and endeavoring to relieve the suffering of others
(Schroeder & Rowcliffe, 2019; Shields & Hesbol, 2020).
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Understanding that students spend around 15 000 hours in classrooms from kindergarten
through to graduation, and that their experiences in these classrooms are one of the biggest
predictors for their success and well-being (Oberle & Schonert-Reichl, 2016), transformative
leadership acknowledges that outcomes for students are improved when they learn in inclusive,
respectful, and equitable learning environments (Shields & Hesbol, 2020). For students at-risk, a
positive relationship with their teachers can serve as a protective factor for poor school
outcomes, whereas a disconnect in the student-teacher relationship can increase the risk (Oberle
& Schonert-Reichl, 2016). Therefore, hearing and understanding the stories of students and
teachers, as an underpinning of transformative change, is essential to this work and knowing
where to disrupt the current practice and shift practice to improve student-teacher relationships,
student outcomes, and teacher well-being (Shields & Hesbol, 2020).
Personnel Selection
The problem of practice to be addressed naturally selects key personnel necessary to
implement change. As stated before, all staff will be essential to the true shift in culture and
practice; however, key change agents will include the administrators, transitions teachers,
counsellors, youth care workers, and learner support teachers. Developing a Networked
Improvement Community (NIC) (Russell, et. al., 2017) amongst these professionals and
departments within Creekside, will bring distinct knowledge and skills together to create an
integrated umbrella of support for students and staff. Although these roles have existed
previously, there has been a lack of congruence between them as demonstrated by the critical
organizational analysis through Nadler and Tushman’s (1989) Congruence model. A successful
structure to unite and integrate the professionals with a common purpose has been weak.
Together, utilizing a Spirals of Inquiry (Halbert & Kaser, 2013) framework, the NIC will work
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together to explore the problem of practice, explore indicators and evidence, and develop
theories to inform practice. These actions will form a foundation for building a resilient, safe,
and caring environment at Creekside.
Managing the Transition
The proposed solution of increasing teacher capacity to meet the needs of vulnerable
learners displaying challenging behaviours in the mainstream classroom will be managed
through the Spirals of Inquiry framework (Halbert & Kaser, 2013) as follows:
Scanning
With the problem of practice and organizational change readiness identified, a scan of
what is happening for the learners at Creekside initiates the change implementation plan. This
scan will involve hearing and understanding the stories of students, parents, and staff, along with
observations and reviewing school, district, and community data. In order to be efficient in this
change process and knowing that the question of “what is happening for our learners?” will be
asked at each stage of the change process, this stage will last no longer than one month and will
be carried out by a school inquiry team made up of the NIC already identified in this section,
along with administration.
As a transformative leader, it is vital at this stage to gather information about what is
happening for Creekside’s learners, beyond academics and curriculum (Shields & Hesbol, 2020)
from their perspective. Utilizing student voice surveys, conversations with students and parents,
and reports from student and parent committees, a holistic understanding of student experiences,
not just a focus on academic learning, will be sought.
A scan of the staff and their needs will also be essential in this process but may occur at
the learning stage in the inquiry cycle in order to integrate learning opportunities and supports
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necessary for the desired change. A co-created vision, which is clear and understood, will be
necessary to begin scanning what staff need to realize change and make moral decisions (Shields
& Hesbol, 2020).
Focusing
The NIC and inquiry team will use what was discovered in the scanning stage and take
approximately two to four weeks to discuss and clarify where investments and energy can be
placed to have the biggest impact on meeting students’ needs while developing staff capacity and
increasing resilience at Creekside. Collaboration time and meeting space will be provided to
them in order to accomplish this. To further clarify what is happening, the inquiry team will ask
questions such as: “how do we know?” and “why does this matter?” (Halbert & Kaser, 2016). It
is important that at this stage assumptions are not made, but knowledge frameworks which
perpetuate inequities are identified and begin to be deconstructed (Shields & Hesbol, 2020).
Developing a Hunch
Forming a hypothesis as to what is leading to this situation occurs at this stage. It is a
time when it is important to be mindful of remaining focused on how the educators at Creekside
are contributing to what is working and not working for students. Being careful not to place the
blame elsewhere and avoiding becoming defensive, or creating an environment where others
become defensive, is imperative. The inquiry team will form their “hunch” in deep collaborative
sessions over the span of one to two weeks and spend an additional one to two weeks fine tuning
their approach to foster conditions for all staff that facilitate curiosity and not defensiveness or
blame. Strategies for quick methods of assessing the hunch developed will also be developed at
this stage by the inquiry team where they will agree upon indicators to gauge at regular short
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intervals. The development of plans to involve students and their families as hunches are tested
are also generated.
At this stage, the understanding of how teacher perceptions of students with mental
illness and/or severe behaviours, as well as teacher burnout and fatigue, will need to remain
forefront in the thoughts of the change implementation team. Stress contagion can easily derail
the implementation if teachers perceive it to be additional work for them, with little or no reward,
as the cycle of disruptive or troublesome student behaviour and teacher burnout and negative
classroom environments propel each other forward (Oberle & Schonter-Reichl, 2016). The
transformative principle of a co-created shared vision encourages capacity building and changing
mindsets (Shields & Hesbol, 2020) and will help to mitigate negative student perceptions as
behaviours of members are guided by the mission and vision (Aguilar, 2016).
Learning
With hunches and possible solutions identified at the previous stage, the change
implementation team, in consultation with staff and the professional development committee,
will identify what new knowledge or skills are required for successful change. The team will be
mindful of how learning is planned and implemented to ensure it does not maintain a system
where departments and support staff are functioning in silos, further fragmenting staff and
student services (Adelman & Taylor, 2008). How and when the learning will be accessible will
also be determined at this stage.
This stage does not have a set time frame as new ideas and requests for learning will arise
throughout the change process, and it will be ongoing. In order to begin the process, the team
will take two to three weeks to identify professional learning needed with staff and the
professional development committee. The change implementation team will then take another
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two to three weeks to identify evidence-based resources readily available and those needed,
district departments and other schools which can be used for learning, and structures for
supporting this work such as utilizing the mentorship program available, developing professional
development book clubs, and creating collaboration time.
Taking Action
At this stage, noticeable change will take place in the practice and culture at Creekside. It
is about more than simply implementing strategies which have been identified, but about
engaging in deep thinking as to why some strategies are more effective for the desired outcome
(Halbert & Kaser, 2016). Staff at Creekside will regularly meet during this phase to discuss what
is working and challenges that arise, as well as continuing to provide support for one another as
they continue to develop their own resilience and well-being. Addressing this at staff meetings,
department head meetings, in the weekly staff communication, as well as through regular
conversations and check-ins with staff, the purpose and goal of this change will be kept at the
centre of how teachers interact with their students, and ultimately how students experience their
time at school.
This stage will be ongoing and therefore will not have an “end” point. The “start” time
may vary for staff depending on their capacity, as well as their willingness to participate in the
change. It is expected that most staff will be able to understand and implement at least some
strategies in their classrooms no more than six months after the change initiation has begun,
although it is expected that many will be able to begin applying shifts in their practice much
sooner. Administration and the change agents will support those who are experiencing
challenges by discussing with them what barriers they are experiencing or seeking to provide
needed resources and further capacity building opportunities (Adelman & Taylor, 2008).
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Checking
Within two to three weeks of officially “taking action,” previously agreed upon data and
evidence will be used to determine if progress is occurring, or if strategies need to be changed or
adapted. At this point questions such as “are we making enough of a difference?” and “how do
we know?” are discussed (Halbert & Kaser, 2016). Although the change initiative is focused on
vulnerable and at-risk learners, the hope would be that a change for all learners can be observed
at this stage.
Checking will be continuous and ongoing at Creekside as the focus remains on ensuring
all students feel safe, welcome, and supported at school. It will be a topic at monthly staff
meetings and department head meetings to hear how students and staff are experiencing their
time at Creekside and to identify any areas for improvement or needed resources. Celebration of
successes will also be an important part of checking in order to maintain momentum and
continue to build a community and organization of compassion and care (Halbert & Kaser,
2016).
Supports and Resources
The majority of the supports and resources needed for this change are already available in
the school and district, and the implementation plan, along with needed resources, are outlined in
table 3. Professional development opportunities in the areas of resilience, social and emotional
learning, and trauma-informed practice available outside of the district are numerous; however,
these opportunities can be expensive and inaccessible depending on when and where they are
delivered. Given the student-teacher relationship is critical for student success and teachers
potentially play a large role in supporting therapeutic experiences for students who have suffered
trauma (Willis, et. al., 2019) it is essential that there is access to capacity building opportunities
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for staff. Being such a large district, City School District has numerous specialists in-house, and
has forged strong relationships with the University of British Columbia, as well as other local
universities, where major ongoing research and initiatives in this field are taking place. This
allows Creekside Secondary to access knowledge and resources for little to no-cost.
Furthermore, the professionals working in Creekside, and those attached to the school at
the district level, have most of the knowledge and skills necessary to implement this change, but
require opportunities to develop them, collaborate with each other, and align their services.
Educators do, in general, feel they could be doing a better job if they had more resources and
time (Stapleton, et. al., 2020; Willis, et. al, 2019). In order to support this, Creekside will need to
provide collaboration time which can be arranged through adjustments to the daily school
schedule, mindfully building the class schedule to ensure teachers have their prep times in
alignment with those whom they need to collaborate, and efficient use to professional
development days.
Technological advances and adoption amongst teachers and staff, such as the widespread
use of Microsoft Teams due to the Covid-19 pandemic, have also increased the opportunities for
collaboration and sharing of information with those who work at different locations, or outside of
the district. This eliminates the barrier of travel time and cost.
With an emphasis on staff well-being and supports for their own mental wellness as a
focus of this change initiative, continuing to promote and bring awareness to the Employee
Family Assistance Program, which is free to access for all district staff, will be imperative. Also,
administration must make themselves available to discuss with teachers where they are
experiencing challenges, listen empathetically to reduce emotional distress (Berkovich & Eyal,
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2020), and work with them to remove barriers, prioritize tasks, and provide support in day-to-day
work in order to allow teachers the time they need to develop (Willis, et. al., 2019).
Currently Creekside has a mentorship program run by experienced teachers for all who
wish to participate. These are generally held as “lunch and learn” sessions where staff voluntarily
come together to discuss different topics and receive support and information. The cost of these
sessions is minimal as it sometimes involves the cost of resources, such as books, and
refreshments as a gesture of appreciation for their participation.
Table 3
Implementation Plan Outline
Stage

Central Action

Discovering what is
happening for learners
Scanning through examination of
available data and
evidence
Clarification of problem
and understanding
Focusing where attention is
needed with further
gathering of evidence
Forming a hypothesis of
Developing why this is occurring
a
Hunch
Identify and offer
needed capacity
building opportunities
Learning

Taking
Action

Implementing strategies
and change initiatives

Stakeholder
Involvement
-Administration
-School inquiry
team/NIC

-Administration
-School inquiry
team/NIC
-District support
staff
-Administration
-School inquiry
team/NIC
-Students
-Parents
-Administration
-School inquiry
team/NIC
-Pro-D
committee
-Staff
-District support
staff
-Administration
-Change
implementation
team

Resources

Timeline

-past student voice
surveys
-time for meetings
and conversations

1 month
(September)

-time for meetings 2-4 weeks
and data collection (October)

-time for meetings
and conversations
with staff,
students, and
parents
-Pro-D
opportunities and
costs associated
-Time for
engaging in
capacity building
activities

1-2 weeks
(October)

-pro-d
opportunities
-time for meetings
and collaboration

<6 months
and ongoing
(January-

3-6 weeks
and then
ongoing
(NovemberDecember
onward)
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Stage

Checking

Central Action

Stakeholder
Involvement
-Staff

Review of data/evidence -Administration
to understand if desired -Change
impact is occurring
implementation
team
-Staff

Resources

-time for meetings
-school
reports/data

Timeline
February
onward)
2-3 weeks
after “taking
action” and
ongoing
(February
onward)

Short-, Medium-, and Long-Term Goals
Short- and medium-term goals required to achieve the desired future state include staff
understanding and commitment to the change in culture and practice at Creekside Secondary.
This would be indicated by participation in mentorship opportunities, collaboration
opportunities, feedback on professional development offered, as well as formal and informal
communication with administration and other change agents. Seeing evidence of increased staff
participation at the learning stage and a desire to proceed with the change at the taking action
stage, indicates that the culture shift necessary is occurring and the desired impact on students’
sense of belonging and well-being can be evaluated and correlated to the shift in staff well-being
and practices in the checking stage. Creekside Secondary has a professional development
committee, and observation of an increased appetite for further professional development
opportunities in this area from the committee would also be a short- and medium-term goal
indicating devotion to the work, and would be evident in the focusing, developing a hunch, and
learning stages of Spirals of Inquiry (Halbert & Kaser, 2013).
Increased student attendance, course completion, and academic success, reported feelings
of connectedness, and development of social and emotional competencies, along with decreased
office referrals and alternate program referrals, are all short-, medium-, and long-term goals of
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the desired state. Evaluation of these indicators will be discussed further in the change process
monitoring and evaluation section of this chapter and would occur at the checking stage.
Potential Implementation Challenges and Limitations
The readiness and willingness of staff members to buy in to this change plan will be a
challenge. Teachers experience a high level of job-related stress with feelings of exhaustion,
depersonalization, and a lack of accomplishment in their work due to time pressures, lack of
resources, and challenging relationships with students and colleagues (Oberle & SchonertReichl, 2016). This change initiative will, undoubtedly, be seen as “one more thing” that is
expected of them, or a “flavor of the month” as is often heard with new initiatives in education.
This presents a major challenge to the change implementation as many will be reluctant to buy-in
and participate initially. To combat this challenge, administration needs to be ready and willing
to demonstrate utmost commitment and support of this initiative by communicating the purpose
and benefits consistently and often, promoting the improvement the teacher will experience in
their own feelings of burnout and stress, and giving teachers permission to draw their attention
away from other tasks that are not a priority at this time (Berkovich & Eyal, 2020). The staff at
Creekside need to know and see that administration is genuinely concerned about their wellbeing, along with the well-being of students, and is ready and willing to support them at
whatever point they are at in this journey. Staff must know that this is not the withdrawal of
support from administration when students are demonstrating disruptive and challenging
behaviours, but rather a collective undertaking to improve the experiences of everyone in the
building and create a more peaceful, welcoming, and resilient environment through a reframing
of events (Berkovich & Eyal, 2020). The communication plan in this chapter will delve further
into how this will occur.
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As the Covid-19 pandemic continues to disrupt school functioning, and health and safety
protocols dominate practice in schools, limitations are placed on when and how the change
implementation plan can rolled out. Various local and provincial health orders, along with
district health and safety protocols and individual comfort levels, dictate how collaboration and
meetings can take place. Currently the only consistency is that the pandemic continues to evolve
on a weekly or monthly basis, and education must adapt in a reactive way. The outlook as to
when the pandemic and all the limitations and barriers it creates will end is unknown; therefore,
the change agents must be prepared to implement the change with this in mind and utilize all of
the technology available for communication and collaboration.
It is also recognized that a challenge in this work is the vulnerability it creates for staff
and students. It requires people to be honest about their struggles, well-being, and needs. This
can be difficult for people, and some are uncomfortable revealing their vulnerability to others. A
compassionate systems approach will seek to mitigate this challenge by ensuring those who do
seek help and support are met with unwavering, judgement-free support by administration and
other change agents.
Stakeholder Reactions
In order to understand all stakeholder reactions to this change and inform potential
adjustments necessary to change plans throughout the process, separate committees of staff
members, parents, and students will be created for consultation purposes throughout this process.
These committees will be open to anyone wishing to participate and will be formed through
callouts for participation which will be discussed in the communication plan of this change
implementation plan. Administration being supportive of various ways staff members would like
to participate in these committees will help to maintain the well-being of teachers (Berkovich &
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Eyal, 2020). The committees will be consulted on a monthly basis to understand and address
legitimate concerns, hear of successes that may not otherwise come forward in the evaluation
and data, and adapt to emerging needs. They will play an integral part in ensuring the change
plan is meeting the needs of all involved (Cummings & Doll, 2008).
Change Process Monitoring and Evaluation
To monitor and evaluate change and gauge progress at Creekside Secondary, the
Comprehensive Mixed-Methods Participatory Evaluation (CMMPE) model (Natasi &
Hitchcock, 2008) will be used, drawing elements from Markiewicz and Patrick’s (2016)
monitoring and evaluation framework development. Continuous, iterative cycles of tracking
progress within this model will be supported by Spirals of Inquiry’s (Halbert & Kaser, 2013)
foundational inquiry questions. Monitoring and assessing change in an effective way is vital to
ensuring the strategic plans are promoting positive change and benefitting those who they are
intended to assist – vulnerable students and staff, in this case. Asking what is happening for our
students, how we know, and why it matters, as Spirals of Inquiry (Halbert & Kaser, 2013)
dictates, keeps focus on the student-centered approach, and on the quality and equity of our
change goals, objectives, and progress, as well as providing a continuous method of checking in
on the well-being and resilience of teachers.
Comprehensive Mixed-Methods Participatory Evaluation Model
Participatory consultation, reflective practice, participatory action research, and
ethnography are all foundations of the CMMPE model, which is also characterized by its
iterative nature (Natasi & Hitchcock, 2008). The model is useful in designing, implementing, and
evaluating population-based interventions utilizing intervention-as-research to accelerate social
change that is socially valid, acceptable, has integrity, is effective and sustainable, and is
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institutionalized, by involving stakeholders in participatory consultation (Natasi & Hitchcock,
2008). The model examines outcomes at the school, staff, and student levels, with an
understanding of the local context (Natashi & Hitchcock, 2008), ensuring there is assessment of
how strategies are affecting both staff and students, both of whom are focuses on the change plan
to achieve the desired outcome.
Each domain of the framework is identified and defined, with applicable evaluation
questions to guide program, monitoring and evaluation development, and implementation at
Creekside Secondary in table 4. The purpose of the evaluation questions is to outline the areas of
inquiry that will make up the monitoring and evaluation plans (Markiewicz & Patrick, 2016).
Table 4
CMMPE Evaluation Domains and Questions
Domain:
Acceptability

Definition: How feasible, necessary, and likely to succeed,
stakeholders view the program to be, and how it aligns with
stakeholder worldviews.

Evaluation Questions:
Do stakeholders view mental health and emotional support programs necessary and wanted at
Creekside?
Are the resources needed available and accessible to all stakeholder groups?
Do stakeholders view this change as likely to be successful?
Is the conceptual basis of the change in line with stakeholder worldviews?
What is the level of stakeholder support for the goals of the desired change?
How are stakeholders involved in the program development, implementation, and monitoring
and evaluation?
Domain:
Definition: How culturally relevant the goals and intended
Social Validity
outcomes are, and how reflective of the program is of socially
valued competencies.
Evaluation Questions:
Are program goals relevant and representative of the various stakeholder contexts?
Are the goals of the program relevant in the day-to-day lives of stakeholders?
Are the proposed evaluation measures culturally appropriate and relevant to the target group?
Is the program culturally specific to stakeholders at the school, provider, and student levels?
Domain:
Definition: Implementation and documentation of program
Integrity
elements to allow for decision making, program replication, and
transferability to other contexts.
Evaluation Questions:
Is the program implementation consistent with its design?
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What changes are/have been made to meet the needs of individuals and differing contexts?
Are changes made based on monitoring data and do they affect the objectives?
Is documentation comprehensive enough to examine cause and effect relationships, identify
essential and adjustable elements, and inform decisions of transferability?
Domain:
Definition: The achievement of goals and objectives of the program
Outcome
at the school, provider, and student levels, and how the outcomes
are both maintained over the long-term, and how they can be
generalized or transferred to other contexts.
Evaluation Questions:
Did the program achieve its objectives at the school, provider, and school levels?
What are the short and long-term outcomes at each level?
Do the interventions explain the outcomes, or are there other explanations?
How do stakeholders perceive the outcomes?
What are the unintended outcomes of the program?
During implementation, did any adjustments have to be made to meet goals and objectives?
Domain:
Definition: How the program continues to be utilized after the
Sustainability
formal implementation period ends, and the capacity to continue the
program and services.
Evaluation Questions:
Are the efforts to support students maintained after the formal implementation has ended?
Are stakeholders committing to continuing the program and services?
What barriers are there to program continuation, and how can they be addressed?
What assets exist to program continuation, and how can they be taken advantage of?
What is necessary at the school, provider, and student level to sustain the program?
Domain:
Definition: The capacity and ability to maintain the program longInstitutionalization
term, and adapt to meet changes in context, cultural, and individual
needs.
Evaluation Questions:
What systems and structures are necessary to maintain the program long-term?
What skills are necessary to stakeholders to have in order to adapt to changing needs and
contexts?
Has capacity been developed across stakeholder groups to maintain the program and services?
What resources are necessary to facilitate institutionalization?
What is the level of commitment amongst stakeholders to institutionalization?
The integration of the CMMPE model (Natasi & Hitchcock, 2008) and Spirals of Inquiry
(Halbert & Kaser, 2013) elements are illustrated in figure 3. This figure demonstrates the
ongoing, iterative process of the monitoring and evaluation, and how the elements are
interrelated, impacting and influencing one another at each stage of change implementation and
program assessment, with the involvement and participation of all stakeholders. The outcomes of
monitoring and evaluation in one domain, and at one stage of implementation, can and will
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impact the outcomes in other domains and at other stages. These ongoing, iterative tests of small
changes, offer quick feedback allowing for participation of the change leaders, students, and staff
in the revision of plans and strategies (Tichnor-Wagner, et. al., 2017; Leis & Shojania, 2017).
Utilizing this method also strengthens the collaboration between the administrators and staff,
while focusing on the school and community context and being flexible to any changes or
adaptations (Tichnor-Wagner, et. al., 2017).
Figure 3
Integration of CMMPE Model and Spirals of Inquiry as a Cyclical, Iterative Process

The CMMPE model also has six assumptions (Natasi & Hitchcock, 2008) which must be
taken into consideration when monitoring and evaluating the program:
1. Program success is dynamic and multidimensional with the measured dimensions interacting
with and influencing each other, and evaluations of the different dimensions can alter the
opinions of success throughout the change process. At Creekside, this may mean that as
change advances, the integrity of the change plan, how acceptable stakeholders find it, and
the social validity of it will influence the outcomes, and the outcomes will then influence
how sustainable and institutionalized the change becomes.
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2. It is probable that definitions and perspectives of success will differ among stakeholders, as
varying expectations for outcomes will be influenced based on roles, responsibilities, and
purpose. Students at Creekside, for example, will likely have a different understanding of
socially valid behaviours than teachers and parents.
3. Program evaluation has multiple purposes as it informs change agents of immediate impacts,
guides decision making and program adjustments, and provides insight into unintended
effects. As the stages of Spirals of Inquiry (Halbert & Kaser, 2013) progress, the information
gathered from the monitoring and evaluation will inform the sustainability and
institutionalization domains as it points to capacity needs of the staff and the school which
must be met in order to continue pursuing the desired change at Creekside.
4. Comprehensive evaluation requires mixed qualitative and quantitative methods to fully
capture and assess all perspectives and objectives. For example, quantitative measures can
assist in documenting target behaviour changes pre- and post- program implementation,
whereas qualitative measures can assess feelings and reactions of various stakeholders, and
document implementation as well as unintended outcomes for staff, students, and Creekside
as an organization.
5. Evaluation requires the participation of stakeholders identified in figure 3 in order to ensure
acceptable and socially valid programming, as well as increase the sense of ownership and
participation, and build capacity to promote sustainability and institutionalization. This
ensures this responsibility is not left to one person or department, and facilitates ongoing
spirals of inquiry to continuously improve school experiences for Creekside students and
staff.
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6. Evaluation requires advanced planning and cannot be an afterthought. It is imperative to
service delivery and necessary for the utilization of data to inform decision making. The
change implementation team will decide upon data, indicators, and time frames for
monitoring and evaluating them in order to ensure there is fidelity in the change process.
Monitoring
Monitoring is done by the change leaders for the purpose of supporting decision making
throughout the process, and also holding change leaders and agents accountable (Markiewicz &
Patrick, 2016). It is continuous, timely, and is involved in the ongoing daily activities of the
change implementation, including monitoring resource usage, immediate outcomes, engagement
levels and responses of stakeholders, and performance in relation to indicators and targets
(Markiewicz & Patrick, 2016).
Monitoring Plan
The following monitoring plan in table 5 summarizes what will be monitored in the
CMMPE domains, how it will be done, and relates to the evaluation questions previously
discussed.
Table 5
Monitoring Plan
Domain/
Evaluation
Questions
Acceptability/
Social Validity

Focus of
Monitoring
Stakeholder
support and
involvement

Indicators
Number of
staff and
student
participants

Monitoring
Data
Sources
75% staff
Program
participation collaboration
90% of H
and
and R
information
designated
session
students
attendance
5% of
and
general
participation
student
data
population
Targets

Person
Responsible
Change
agents /
administration
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Domain/
Evaluation
Questions
Integrity

Outcomes

Focus of
Monitoring
Implementation of
program
design and
adaptations
made
Student sense
of belonging
and wellbeing / Staff
sense of
wellness

Sustainability/
Plans and
Institutionalization commitments
to ongoing
program
implementation

Monitoring
Indicators
Targets
Data
Sources
Stakeholder 100%
Meeting
developed
implementa- notes,
strategies
tion fidelity; implementafor
full
tion
implementa- documenta- schedules
tion
tion of
adaptations
Attendance 75%
Attendance
and course
increase in
data, interim
completion attendance
and final
rates
and course
report cards /
amongst H
completion Staff
and R
rates / Staff wellness
students /
selfsurveys
Staff selfreported
reported
wellbeing
wellness
increase
Plans and
Ongoing
Meeting
committees collaboraminutes and
developed / tion with
partnership
partnerships District
documentawith district Mental
tion
and
Health
community Advisory
partners
Committee

Person
Responsible
Change
agents /
administration

Change
agents /
administration /
counsellors

Change
leader and
change
agents

Evaluation
Evaluation is completed by key stakeholders in the change initiative, and is completed for
the purpose of policy development, program improvement, and future decision making
(Markiewicz & Patrick, 2016). It is completed less regularly than monitoring and measures if
objectives were achieved, impacts of the change, resource utilization, and overall participation
and reactions to the change at set points, usually part way through change implementation, and at
the end of the implementation plan (Markiewicz & Patrick, 2016). The evaluation process is
more thorough in nature, requiring more time and resources than monitoring, and aims to
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describe how and why goals and objectives were met or not met, and in doing so, makes
recommendations for future program adjustments (Markiewicz & Patrick, 2016).
Evaluation Plan
Evaluation of the program will take place at both the mid and end points of the program
implementation. It will be conducted by both the change implementation team as well as an
evaluation team made up of members from various stakeholder groups, and district staff who
support mental health initiatives. The details of the plan, organized by CMMPE domains, are
explained in table 6.
Table 6
Evaluation Plan
Domain /
Evaluation
Questions
Acceptability/
Social Validity

Focus of
Evaluation
Response to
program by
stakeholders
How culturally
relevant
stakeholders
perceive the
change

Integrity

Reasons for nonparticipation, or
lack of support
Elements of
program plan
successfully
implemented inline with schedule
Reasons for not
implementing
program elements
and/or changing
elements

Evaluation
Method
Participant
interviews
Stories of
change

Person
Responsible
Evaluation
Team

When
Middle and end
points of the
program
implementation
plan

Case studies
Stakeholder
meetings
Observations
Team meetings
Observations
Narrative
analysis
Timeline
tracking

Change
End of
Implementation program
Team
implementation
plan
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Domain /
Evaluation
Questions
Outcomes

Focus of
Evaluation
Areas of success
Areas of
opportunities

Evaluation
Method
Participant
Interviews and
questionnaires

Person
Responsible

When

Evaluation
Team

End of
program
implementation
plan

Evaluation
Team

End of
program
implementation
plan

Observations
Identification of
unintended
outcomes
Sustainability/
Commitment of
Institutionalization stakeholders to
ongoing program
implementation

Case Studies
Questionnaires
Interviews
Meetings

Participatory Evaluation and Social Justice
The participatory evaluation element, where multiple stakeholders are involved and there
is transparency in the change process, is important to the social justice focus of this problem of
practice, and the transformative leadership approach to change, as it gives voice to the various
perspectives and interests it seeks to address (Shields & Hesbol, 2020). It tackles power
imbalances, grants stakeholders control, and gives an opportunity for input and collaboration to
those who may be marginalized in a transformative fashion (Markiewicz & Patrick, 2016;
Shields & Hesbol, 2020). Participatory evaluation empowers marginalized groups and
individuals and increases the validity of information collected based on shared development of
evaluation questions in order to reduce inequalities and ensure acceptability and social validity
(Markiewicz & Patrick, 2016; Natasi & Hitchcock, 2008). Furthermore, it increases the
likelihood of participation, implementation fidelity, and building capacity and learning, which
have been regarded as obstacles to transformation (Tichnor-Wagner, et. al., 2017).

91
Plan to Communicate the Need for Change and the Change Processes
As a transformative leader, it is essential that the change leader uses vision,
understanding, clarity, and agility strategies in all communication and change implementation
(Shields, 2013). Furthermore, the leader must facilitate the deconstruction and reconstruction of
knowledge frameworks and challenge the inequities students are facing to identify the work
necessary to provide a safe, caring, and inclusive learning environment for all students (Shields,
2013), while simultaneously providing social support to guard against psychological dangers of
work-related stress (Berkovich & Eyal, 2020). Focusing on equity and social justice will serve as
a foundation for bringing awareness to the need for change, communicating change, and
addressing the issue of deficit thinking in which educators view students as the problem and
therefore place the responsibility on the students to change rather than change their own practices
and knowledge frameworks (Shields, 2013).
The change at Creekside will be an autonomous approach to change, where there are
goals and objectives set by the change leaders, but stakeholders have a high level of participation
in decision making and problem solving to help guide the change (Lewis, 2019). Three
leadership behaviours associated with this change approach are shaping the behaviour of those
responsible and involved in the change, framing the change, and building capacity for needed
change (Lewis, 2019).
Building Awareness Around the Need for Change
In alignment with the Spiral of Inquiry (Halbert & Kaser, 2013) change model being
used, building awareness around the need for change will begin with stories of our learners,
allowing for an emphasis on the interconnectedness of staff and students associated with
transformative leadership (Shields, 2013), and the connection between student-teacher
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relationships and well-being which is a central theme to this problem of practice. The students
who have not experienced success at school, and who are designated as an H or an R are known
to administration and counsellors. These students will be asked to tell their stories to the staff at
Creekside at the opening day staff meeting, and in future staff meetings, in order to raise
awareness for how the current structure and environment is impacting them, their well-being,
and their learning. Students will be asked to share what would help them in succeeding, as well
as where they would like to go in their lives and how they see education helping them achieve
their goals. These personal stories from students “can help teachers identify patterns that can lead
to new forms of action” (Halbert & Kaser, 2013, p. 46) and may have an emotional impact on
teachers in the humanistic sense.
Entering the scanning stage of Spirals of Inquiry (2013), together with Creekside
teachers, the question of what is happening for our learners and how do we know would be
asked. This initial step in the process will begin immediately at the opening day staff meeting,
again at the first administration led professional development day, and with an expression of
interest invitation to all staff members who are interested in contributing to and guiding this
work. Teachers, being more likely to turn to their peers for support and discussion (Berkovich &
Eyal, 2020) will be given time to consider and converse the implications for vulnerable students
if change does not occur.
Combining the power of personal storytelling, which provides a holistic rather than
antagonistic view of undesirable school experiences (Reading, 2017), with data collected at the
school level, district level, and from the Ministry of Education, the change leader will bring
awareness to the problem of practice. The need for transformative justice and change to ensure
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all students at Creekside feel welcome, safe, and supported, to reduce or eliminate the need for
alternate program referrals, will be established through these personal stories of exclusion.
Communication with Teachers and Staff
In order to set up an optimal situation for Creekside staff buy-in, change leaders will
solicit input from them throughout the change process. This serves to lower any possible
resistance to change, lead to satisfaction and feelings of autonomy, and limit feelings of
uncertainty (Lewis, 2019). As the change progresses from scanning to developing a hunch in the
inquiry cycle, staff members will be consulted on what they believe is contributing to the
situation Creekside’s learners face and “why this may occur, to make informed and essentially
moral decisions about what to do about it” (Shields, 2013, p. 28). This consultative process will
be carried through to the learning stage when deciding where to go with professional learning is
explored (Halbert & Kaser, 2013). The participatory nature of the monitoring and evaluation
framework being used supports the process of soliciting feedback from stakeholders throughout
the change process, and at each stage of the inquiry cycle.
The consultative nature of the change plan and communication strategies allows for the
vision for change to be one that is shared amongst stakeholders, clearly understood, and flexible
in response to findings once action has been taken and changes are being implemented. At the
points of taking action and checking in the inquiry cycle, participation by stakeholders
emphasizes that a clear, in-depth picture of how the changes impact learners and the educational
environment are depicted and understood.
The connections between Spirals of Inquiry (Halbert & Kaser, 2013), structured
implementation activities, autonomy promoting leadership behaviours, communication strategies
(Lewis, 2019), and transformative leadership (Shields, 2013) are demonstrated in table 7.

94
Structured implementation activities are purposeful and used to introduce change and encourage
participation, and can guide communication strategy choices (Lewis, 2019). Autonomy
promoting leadership behaviours and communication strategy dimensions are necessary to
consider in this communication plan given the high stakeholder participation required for this
change. The change leader will be responsible for initially implementing the communication plan
in alignment with the change model, but responsibilities will eventually be assumed by other
change agents who express interest in, and assume, leadership roles.
Table 7
Alignment of Change Model, Communication Characteristics, and Transformative Leadership
Spirals of
Inquiry
Stage
Scanning

Structured
Implementation
Activities
-Announce change

Focusing

-Explain why change
is happening

Developing
a Hunch

-Explain the process
of change
-Plan activities to
acclimate
stakeholders to
change

Learning

-Create capacity
building
opportunities

Autonomy
Leadership
Behaviour

Communication
Strategy
Dimensions
-Soliciting
Feedback
-Expression of
interest
-Invitations for
active participation

Shaping
Behaviour:
Promote
change and
make
-Two-sided
others
messaging –
accountable presentation of
arguments for and
against problem of
practice
Framing
-Gain Frame:
Change:
advantages of
Establish
implementing
starting
change
points and
-Loss Frame: what
change
happens with no
managechange
ment plans
Creating
-Equal
Capacity:
dissemination and
Recognize
participation
and
opportunities

Transformative
Leadership
Connection
Taking on difficult
issues with a strong
moral purpose to
provide inclusive
and equitable
practices for all
students
Co-creating a
strong vision for
change and
empowering the
entire school
community
Understanding and
beginning to
deconstruct
knowledge
frameworks which
preserve harmful
structures and
cultures
Deconstruction and
reconstruction of
knowledge
frameworks
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Spirals of
Inquiry
Stage
Taking
Action

Structured
Implementation
Activities
-Disseminate
information about
change
-Alter systems to
align with change

Checking

-Gather and evaluate
input from
stakeholders
-Monitor reactions
-Identify needed
adjustments
-Monitor change
process
-Share progress on
goals

Autonomy
Leadership
Behaviour
develop
individual
and
organizational
capacity
needed to
enact
change

Communication
Strategy
Dimensions
-Equal
dissemination and
participation
opportunities
-Soliciting
feedback
-Equal
dissemination and
participation
opportunities
-Efficacy messages
of goals
accomplished
-Soliciting
feedback

Transformative
Leadership
Connection
Ensure practices
promote equity,
caring, respect, and
social justice for all
students
Have multiple
stakeholders
throughout the
school to ensure
there is a
continuous lookout
for injustices,
inequities, and
communicating
clearly to respond

Communication Plan
A well-developed communication plan which involves all stakeholders, including staff,
students, parents, district departments, and the wider community is necessary to facilitate support
for the change, reduce uncertainty which may present as rumors, and to carry the commitment of
stakeholders through the change process (Deszca, et. al., 2020). Four main phases of a
communication plan are prechange, developing a need for change, midstream change, and
confirming the change (Deszca, et. al., 2020). Which methods of communication, and with
which stakeholders will take place through these phases of change at Creekside Secondary are
outlined in table 8. The recent Covid-19 pandemic has increased the use of technology in
communication, and in particular the use of Microsoft Office applications at Creekside amongst
staff, students, and parents. This provides more opportunities for connections and limitless ways
that people can connect in the social learning process (Halbert & Kaser, 2013), and helps to
enhance interactive efforts (Lavis, et. al., 2013). The participatory and two-way exchange nature
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of the communication plan allows for all stakeholders to learn from each other and produce a
cultural shift (Lavis, et. al., 2013). Furthermore, ensuring supportive communication, including
empathetic listening, being clear with feedback, and offering comforting messages can relieve
potential emotional distress felt by staff (Berkovich & Eyal, 2020) which may derail change
efforts.
Prechange
The prechange phase is the point at which change leaders need to convince those who
have the authority to approve change that change is in fact needed (Deszca, et. al., 2020). Change
plans are portrayed in light of goals and objectives of the organization at this proposal stage
(Deszca, et. al., 2020). At Creekside this will involve upper management, as well as other
departments within the City School District which support student learning.
Developing a Need for Change
Developing a sense of urgency and building excitement amongst staff members at
Creekside will occur when the change leaders help them to understand the need for change. A
clear vision, along with persuasive justification for the change will be communicated using
student stories, school and district level data, as well as research demonstrating how change will
impact all stakeholders in a positive way.
Midstream Change
As change is implemented, communication is necessary to deliver specific information to
stakeholders so they are aware of the direction the change is going, and how that impacts them
(Deszca, et. al., 2020). Monitoring data and information will be communicated at this stage, and
misunderstandings or resistance to the change can be addressed in timely fashion, utilizing the
iterative inquiry process, and fully engaging all participants.
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Confirming the Change
To celebrate progress, reinforce momentum, and provide clarity, communication at this
stage is necessary to discuss and reflect on the change process in a holistic manner (Deszca, et.
al., 2020). All stakeholders are involved at this phase, and the communication strategies used are
in-depth and comprehensive to understand how change impacted individuals and the
organization, and where the inquiry process will continue moving forward.
Table 8
Communication Plan Outline
Change Phase
Prechange

Developing the
need for change

Communication
Responsibility
Change leaders
(Administrators)

Change leaders
(Administrators)

Recipients of
Communication
-Directors of
Instruction and
Assistant
Superintendents
-District Special
Education
department
-District Indigenous
education
department
-School
Psychologists
-District Behaviour
Specialists
-District Resource
Counsellors
-Staff members of
Creekside Secondary

Methods of
Communication
-School Plan
submission
-Area meetings with
Assistant
Superintendent
-Meetings with district
departments
-Meetings regarding
student support
development
-Administration
network meetings
-Administration
professional
development
opportunities
-Opening day staff
meeting
-Administration led
professional
development day
-Monthly Staff
meetings
-Weekly staff bulletin
-School Based Team
meetings
-Informal conversations
with teachers and
counsellors
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Change Phase
Midstream
Change

Confirming the
Change

Communication
Responsibility
Change leaders, change
agents, staff
implementing the
change, recipients of
change (students and
parents)

Change leaders, change
agents, staff, recipients
of change (students and
parents)

Recipients of
Communication
-Staff members
-District departments
and staff
-Students
-Caregivers
-Community
members and
organizations who
can support change

Methods of
Communication
-Monthly staff meetings
-Weekly staff bulletin
-School Based Team
meetings
-Educational planning
meetings with students
and caregivers
-Consultation with
outside agencies who
support at-risk students
-Interviews with
students, caregivers,
and staff
-Bi-weekly meetings
with change committee
-Monthly student,
parent, and teacher
surveys using Microsoft
Forms
-Professional
development events
-Staff members
-Reports detailing
-District departments monitoring and
and staff
evaluation findings
-Students
-Surveys to solicit
-Parents
feedback from all
-Community
stakeholders
members and
-Stories collected from
organizations who
stakeholders through
supported or
electronic invitations
provided resources
and personal
for change
interviews, about their
experiences, successes,
and opportunities to
improve the change
-Dissemination of
information at staff
meetings, area
meetings, professional
development events,
and through email
-Face-to-face
conversations
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Communication Principles
Desczca, et. al. (2020) identify six principles for communicating change: (1) using
multiple forms of media and delivering multiple messages for retention; (2) utilizing face-to-face
communication to increase participation and avoid miscommunication; (3) utilizing authority in
communication for more emphasis; (4) utilizing immediate supervisors with established
relationships to deliver messages; (5) utilizing opinion leaders to deliver and persuade others;
and (6) make information relevant to individuals for better retention.
By using these principles as a foundation for the communication plan, the change leaders
will continue to invite and develop stakeholder participation, which will result in reaching a
shared vision, understanding, clarity, and flexibility in the change implementation. It is going to
be important for all stakeholders to realize how this work will positively impact them, their
experiences at Creekside, and their own well-being. Through working to ensure students feel
safe, welcome, heard, and included, a culture where the change implementers and staff also feel
this way will be cultivated. The participation and inquiry research approach to this problem of
practice is useful for addressing complex social problems and promotes advocacy for
marginalized groups, useful program planning in the local context, and valuable delivery of
change (Wilson, et. al., 2010), where the proposed communication plan will ensure constant
feedback and inquiry in alignment with the change model.
Next Steps and Future Considerations
In order to implement the change described in this OIP, the author will first need to
assemble a group of interested staff members and begin the process of developing trust and
effective communication to create a high-functioning team (Aguilar, 2016). With the nature of
the work to be done being adaptive and ongoing, a team is necessary to meet the objectives of
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the change plan and the organization (Aguilar, 2016). As a transformative leader, being clear,
ensuring there is understanding, and being responsive will assist in building a foundation of trust
and creating a culture where a strong vision for change can be co-constructed (Shields, 2013).
This team building will begin immediately in the new school year so the change can follow the
implementation plan outlined in this OIP.
Creating a sense of urgency will be necessary to foster interest and attract staff members
wanting to participate in the change. The message of urgency in this case will be the moral
obligation of educators to deliver education to all students; however, it is necessary to ensure
there is focus on the true understanding and connections, otherwise, the sense of urgency can
backfire and result in feelings of anxiety and frustrations amongst staff (Aguilar, 2016).
Developing and clearly communicating short-term actionable goals, and providing the resources
and support to achieve them, will assist in focusing the sense of urgency (Aguilar, 2016; Kotter,
2008) without contributing to feelings of anxiety or resistance.
As the world emerges from the Covid-19 pandemic, it will be vital to consider the impact
the past two years has had on the well-being of staff and students. Engaging with and
implementing change amongst staff may be met with less enthusiasm than normal as feelings of
stress and exhaustion from the navigating the unprecedented time in education and the world are
considered the norm. Ongoing empathetic listening to teacher concerns by administration is
necessary to reduce staff psychological strain and boost organizational performance (Berkovich
& Eyal, 2020). Although it is not the goal of the author, it is possible that the change initiative
may require a soft, slow start, and gradually build upon momentum and successes. It is also
possible that the change plan may not be fully implemented the first year if teachers are unable to
fully commit to a shift in practice and professional capacity building. The fate of the change plan
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being implemented with fidelity does rest on how Covid-19 continues to impact the world, and in
particular, education.
There are also long-term and further reaching goals and objectives associated with this
OIP. Having the capacity to meet the needs of vulnerable and at-risk learners so they can
successfully transition from one grade to the next, and into adulthood, is not just a concern at
Creekside Secondary. Across the City School District, and other provincial districts, the same
challenge faces schools and educators. As the prevalence of mental health challenges continues
to rise, with most people first experiencing their symptoms before the age of 18 (Canadian
Mental Health Association, 2022) the change leader and author of this OIP seeks to continue
building awareness of the needs of vulnerable students, and to empower educators to understand
they can impact the trajectory at-risk students may currently be on. Working with the district
Student Support department, as well as the district’s Mental Health Advisory Committee, the
author will utilize what is learned from successes and challenges in change implementation at
Creekside Secondary to facilitate change at a broader level.
Conclusion
This organizational improvement plan has explored the ways in which students at
Creekside Secondary who are designated as “R” or “H” transition between grades and into
adulthood at lower rates than their non-designated peers. The ability to meet their needs to
engage in them in school and connect them to the school community through staff capacity
building and the deconstruction and reconstruction of knowledge frameworks, which maintain
the marginalization of at-risk youth, has been the focus of this social justice and transformative
approach to the problem of practice. Educator attitudes toward students who demonstrate
disruptive and undesirable behaviours in class have been shown to impede the development of
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strong, trusting relationships, which deteriorates the students’ ability to learn, and leads to stress
and burnout for teachers. It is said that when students like their teachers and believe that their
teachers like them, they are able to learn best (Neufeld & Mate, 2013); therefore, continuing to
explore areas of opportunity for capacity building amongst educators, as well as supporting
relationship and community building will serve to benefit both teachers and students.
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Appendix A: PESTE Analysis of Creekside Secondary School

Factor

Political

Economic

Social

Technological

Environmental

Assessment
The City School District is run by a board of trustees who are
publicly elected. The board works in collaboration with the
Superintendent to make decisions which pertain to the district
and schools. The board and superintendent are guided by
Ministry of Education mandates and policies, and also must
adhere to the collective agreements of both the BCTF and
CUPE unions.
Basic funding is allocated to school districts based on student
headcount from the Ministry of Education. This funding is to
meet the needs of most students, including those with high
incidence special needs. Low incidence special needs student
funding is allocated based on funding level. Creekside School
can also raise additional funding through facility rentals,
grants and PAC contributions; however, these funds cannot be
used to increase staffing, only to supplement resources and
student activities.
Community has average household income compared to city
as a whole. Creekside Secondary’s surrounding
neighbourhood does not see the extremes other areas of the
city do in socio-economic status. Creekside is viewed as a
desirable school and often families move to the
neighbourhood in order to be within its catchment boundaries.
There is a large immigrant population in the community, and
many students come from homes where languages other than
English are spoken.
The Covid-19 pandemic forced Creekside Secondary to
introduce a blended learning model which a portion of
students and families found practical for their needs. The
school has launched a blended learning program which is not
related to the pandemic to meet the wants and needs of more
students and their families. The school also actively uses
Microsoft Teams for all students and teachers to increase
communication, accessibility, and connectedness.
Considerable growth is taking place in the Creekside
Secondary community with rapid development of detached
houses and townhomes. The school is unable to meet the
growing population, so students who live in the catchment
area are not always able to register at the school and must
attend school in a different neighbourhood. The proximity of
the neighbourhood to the city centre, as well as to the nearby
large urban centre, make it a desirable location for families.

